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ABSTRACT 
An Analysis of a Black Superintendent's Leadership Role 
in an Urban School District 
(September 1983) 
Frank Napier, Jr., B.S., Paterson State Teachers College 
M.A., William Paterson College 
Ed.D., University of Massachusetts 
Directed by: Professor Atron A. Gentry 
Statement of the research problem. This study seeks to determine the 
relationship of a black superintendent's (the researcher's) leadership 
style in the urban school district of Paterson, New Jersey, during the 
period of 1976-1982, and the increase in student achievement. The feel¬ 
ing of educators and laymen alike is that our large urban educational 
centers need dynamic, effective black leadership and "leadership" is the 
most important component of a superintendent's job. 
Leadership style is defined as the sum of the techniques used by 
the researcher to motivate people to work willingly towards district 
goals. Depending on the specific situation involved, the leadership 
style of the black superintendent was based upon his personal traits, 
orientation, and experience; and he will present the reader the prob¬ 
lems faced by him in his approach to change the educational system. 
The researcher examined a previous study to determine those 
variables that described the role and role expectations of black school 
superintendents and the relative importance the superintendents placed 
on eleven school-related problems. The researcher identified five of 
these school-related problems: instructional program relevance, 
vi 
accountability, student use and abuse of drugs, student discipline, 
and community relations to influence student achievement, in the city 
of Paterson, New Jersey. 
Purpose. The basic hypothesis central to this study was that the leader 
ship style of the black superintendent will significantly improve stu¬ 
dent achievement. The researcher presents the reader an analysis of a 
black superintendent's leadership style in relation to five school- 
related problems which he identifies as being of immediate importance 
to the Paterson School District. The five school-related problems were 
discussed using the following three perspectives: the person, the 
structure and the skills. 
The person focused upon the superintendent's knowledge of the 
problems as they effected his district. Next, the organizational struc 
ture was explained in terms of a series of queries. How are decisions 
made in the Paterson School District and who makes them? How are the 
actions of different persons in the district organized? What groups 
met together to discuss problems and organized strategies for change? 
What are the underlying norms that dictate appropriate behavior for 
individuals in the organization? Lastly, the skills, the master of 
numerous "nuts and bolts" kinds of leadership and administrative 
skills. Each school-related problem affecting the black school 
superintendent in the Paterson School District was examined in this 
context. 
The study was limited to the urban public school district of 
Paterson, New Jersey, and the specific questions of the study were: 
1. What is the relationship between principal and 
teachers' attitude and student achievement? 
2. How are administrative attitudes and behavior affected 
by the leadership style of the black superintendent? 
3. What are the major dimensions of the black superin¬ 
tendent's job as determined by the special operating 
conditions and constraints of his leadership style? 
Findings and conclusions. The main hypothesis of the study, that the 
leadership style of the black superintendent will significantly improve 
student achievement in the Paterson School System, was substantiated 
qualitatively. The hypothesis is tenable within the limitations imposed 
by the researcher's hypothesis, the design of the study, the nature of 
the facts elected by it, and due to the evidence available. 
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CHAPTER I 
INTRODUCTION 
Statement of the Problem 
Background of the problem. Social pressures to equalize opportunity 
for all Americans has resulted in numerous programs which have been 
called innovative. Methodologically, independent study, individually 
prescribed instruction, modular scheduling, and open education are a few 
of the many innovations which have militated against the self-contained 
traditional classroom and its typical physical arrangements with the 
teacher as the focus of attention. 
Superintendents and boards of education have always been criticized 
by educators and lay people for their failure to provide quality educa¬ 
tion for urban children. Recently the criticisms have been more fla¬ 
grant and hostile than before. Almost everyone wants to talk about edu¬ 
cation, but few people have anything good to say about it. Many stories 
have appeared in recent years about the failure of the urban schools 
with particular emphasis on: drugs; declining test scores; violence in 
the schools; graduates who cannot read, write or compute well enough to 
get a thorough everyday living. 
If the public schools are to improve their performance, the atti¬ 
tudes of many educators and laypersons must be changed. Some issues 
that need serious investigation are teacher training, administrative 
selection, curriculum development, school organization, administrative 
attitude, parental involvement, and administrative behavior. 
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Paterson, New Jersey, is the oldest industrial city in the United 
States. Some 150,000 citizens occupy 8.36 square miles, making it the 
fourth most densely populated city in the United States. There had 
always been an abundance of job opportunities in this "Silk City" for 
unskilled and semi-skilled workers as they migrated to this country. In 
the past twenty years, there has been a decline in its manufacturing and 
distribution of goods and services to the consumers. Consequently, 
there is a greater demand on minorities to attain higher levels of edu¬ 
cation and skills than it was for early European immigrants who once 
dominated this city. 
Prior to the appointment of the first black superintendent of 
schools (September, 1976), the curriculum of the Paterson schools were 
embedded in a traditional public school setting. There was no conscious, 
coordinated thrust to rebuild the organizational structure that would 
specifically meet the needs of Paterson's urban children. In 1978, the 
school's multi-ethnic population included 27,623 public school students 
whose racial representation approximated 14,117 blacks (51%); 8,161 
hispanics (30%); 5,213 whites (19%); and 132 "others". These students 
were served in thirty (30) elementary schools and two high schools 
staffed by approximately 1,769 teachers. 
Ten years ago, similar to other urban districts, Paterson empha¬ 
sized the rhetoric of pursuing "back to basics." While going through 
this process, the district excluded other important components of educa¬ 
tion. Therefore, the schools had little effect on performance of stu¬ 
dents in those skills. In other words, our schools were still following 
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the patterns and culture of an industrial city, "boss-managed" with 
workers following orders. Decisions were made from the top down. 
In many ways, this society seems to prefer conservative educational 
programs designed to meet current social and cultural conflicts reac- 
tively rather than proactively. Because of this approach, schools are 
often unable to address social needs adequately. Moreover, such 
schools are powerless to prevent the nation's cultural collapse. It is 
said that American industry is sixty to one-hundred years behind 
American technology. Historically, one could wonder about the extent 
to which the Paterson schools might have been following the same pat¬ 
tern. 
Education in a democratic society must equip the children of the 
nation to realize their potential and participate fully in American 
life. During the 1960s, the community of Paterson, New Jersey, dis¬ 
charged this responsibility well, but for many minorities and particu¬ 
larly for the children of the Paterson ghetto, the schools failed to 
provide the educational experiences needed to overcome the effects of 
discrimination, deprivation and isolation. 
During the 1960s, the development of black potential in urban 
centers had just barely scratched the surface. According to government 
statistics, blacks were depicted as having the highest rate of unemploy¬ 
ment, the largest percentage of unemployables, non-achievers and drop¬ 
outs of any group in this country. Thus, one can easily understand why 
the concept of Black Power was so popular. The theme, "Black Power, 
was nothing more than an attempt to draw attention to undeveloped 
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resources in urban areas. Over the past two decades, advocates of this 
theme believed that Black Communities represented the greatest untapped 
and undeveloped resources in America. In general, responsibility for 
the development of latent resources in Black Communities was placed at 
the feet of our public schools. 
Over the past few years, the administrative staff of the Paterson, 
New Jersey, school system have been criticized by educators and lay- 
people. More recently, however, the criticism has been more flagrant 
and hostile. It seems that almost everyone in Paterson wants to talk 
about the negative aspects of our educational system, and very few peo¬ 
ple mention anything good about it. If our educational goals are to be 
effective in this democratic society, we must provide the children of 
Paterson with the tools to achieve their potential and to participate 
fully in American life. In a few instances, public schools have dis¬ 
charged this responsibility quite well for members of the larger society. 
This has not been the case for the minority children of Paterson. The 
public schools in Paterson have failed to provide the educational 
experience which could have helped minority youth to overcome the 
effects of discrimination and deprivation. The problem currently facing 
educators remains much the same as it was in the sixties; to account for 
the achievement gap between the urban poor and middle-class children and 
to find ways to close it. 
The dilemmas faced by educational planners in Paterson are, if any- 
thing, more complex than the problems faced by other school districts. 
The economic and political situation in Paterson, New Jersey, the large 
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population turnover experienced in the past decade and a half, and the 
lack of substantial adjustment made by the educational planners have not 
only magnified the problems of communication among parents, students, 
teachers, and administrators but also have been responsible for the 
breakdown of organized planning and reform. 
Communication and participation at all levels have not become cen¬ 
tral elements in an organized plan of reform for the Paterson schools. 
As the planning process for the future of the Paterson schools begins, 
it is important to understand that change should begin at the top. 
Conflicting expectations of what a superintendent is, and what he 
should be have been present in urban schools since the late nineteenth 
century. Urban superintendents adopt diverse philosophies to help them 
cope with an unpredictable environment. Thus, the basic role of the 
Superintendent of Schools in Paterson must be one of strong leadership. 
Since many problems of the past decades in Paterson have been laid at 
the feet of the superintendent and his administrators, administrators 
must become more sensitive to pleas for improvement and change. Both 
the public and profession seem to need heroic leaders. The big-city 
administrators who are aware of the narrow margin of leadership avail¬ 
able to them as executives of massive organizations may well be able to 
parlay the multiple, conflicting roles into a leadership constellation 
that delivers both symbolic and real gains. 
In the past few years, several things occurred that could be 
interpreted as a strong sign of change in the Paterson school system. 
In July, 1976, the Paterson Board of Education appointed, for the first 
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time in its history, a black superintendent of schools. The 
superintendent's appointment was tenuous primarily because he had been 
hired to appease the black community and to sustain the flow of federal 
dollars into the city's school system. The superintendent's immediate 
strategy was to make the needs of the community paramount to the demands 
of the Paterson Board of Education. The superintendent actively sought 
personal and group growth both within the school and community. 
In spite of all the federal monies being poured into Paterson, 
serious problems within the schools still exist. They exist because 
educators here have failed to recognize that the economical and techni¬ 
cal conditions under which our schools operate have changed radically 
since World War II. The relative financial position of the large-city 
school system is, from an educational perspective, far worse than it 
was prior to World War II. The long-term economic and educational 
advantages enjoyed by large cities relative to the rest of the nation 
no longer exist. 
During the sixties, most of the appointments of black administra¬ 
tors in Paterson, New Jersey, were made basically to appease the black 
community. From the fifties on, external groups dissatisfied with 
administrative decisions have pressed many big-city school boards for 
changes. In most instances, black administrators have been given 
responsibility, but they have not been delegated to power and authority 
in the formal administrative structure of this institution commensurate 
with the responsibility. Access to administrative positions is not 
accidental, but dependent on subtle, powerful, systematic mechanisms 
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which operate on a continuous basis. Members of minority groups have 
been aware of such dynamics primarily because they have been excluded 
from groups who have traditionally controlled public schools. As a 
result, they are handicapped when they compete for senior administra¬ 
tive positions. 
When the superintendent of schools observed that he had to face 
many of the critical factors which tended to neutralize his effective¬ 
ness, and when the leadership that he could provide was neither 
accepted nor respected by those he was trying to influence, he initially 
felt frustrated and defeated. Because of the superintendent's 
precarious position with the School Board, the possibility of failure 
and a loss of credibility in the community was inevitable. A black 
superintendent in a white-dominated institution who seeks to initiate 
change faces the psychological dilemma of being expected to push for 
change, in a style acceptable to the institution he is trying to 
change. 
The new superintendent chose a course of action which provided 
line officers with information in such a way that he was not perceived 
as a threat by his staff. His ultimate plan was to design the 
superintendency in such a way that it would make him the legitimate 
authority with sufficient power to implement decisions that had to be 
made. This could happen only if the superintendent were viewed as 
being a competent educator, and the chief school administrator. Such 
leadership strategy is not only important but is also the primary 
factor in bringing about effective schools. 
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Statement of Purpose 
Specific problem. The specific problem of this study is to examine a 
black superintendent's leadership style in an urban school district in 
the city of Paterson, New Jersey, between 1976 and 1982. 
In this study, the following questions were addressed: 
1. What is the relationship between administrative atti¬ 
tudes and student achievement in an urban school 
district? 
2. How are the attitudes and behavior of principals, 
teachers, and parents affected by the superinten¬ 
dent's role? 
3. What are the major dimensions of an urban superin¬ 
tendent's job that are determined by the special 
operating conditions and constraints of one's particu¬ 
lar leadership style? 
Basic Hypothesis 
It is predicted that: The leadership style of the black superin¬ 
tendent will improve the quality of education in the Paterson Public 
School System, Paterson, New Jersey. 
Definition of Terms 
This section contains definitions of the selected terms used in 
this study: Hope Factor, leadership style, change agent, and politics_. 
Hope Factor. For the purpose of the investigation, Gentry's and Jones 1 
definitions were used: 
1 Atron Gentry and Byrd Jones, eds.. Urban Edudation. The Hope_ 
Factor (Philadelphia: W. B. Saunders Company, 1972), p. 124. 
. . . It is an attitude which foresees a better future 
despite the existing facts of persistent discrimination and 
deprivation, and the attitude is indispensable for learning 
whether in school or on the job. ... a powerful counter¬ 
argument to the common myth about urban education. It is a 
powerful solvent for loosening the linkage of the cycle of 
poverty and despair which have condemned urban schools to 
failure. . . . the hope factor can forge new links between 
those in power and those without power. 
Leadership style. For the purpose of this investigation, Chatterjee's^ 
definition was accepted: 
Mode of performance of an educational official: often used 
in reference to school principal, whose performance may be 
judged according to various models, such as (a) the charis¬ 
matic leader, who is interested in keeping attention focused 
primarily on himself, (b) the authoritarian leader, who 
claims his power not through personal endorsements but 
through his office, and (c) the therapeutic leader, who fre¬ 
quently finds it difficult to make decisions for fear of 
hurting someone's feelings. 
Change agent. For the purpose of this investigation, Napier's (1977) 
definition was used: 
One who is brought into a system to enact changes desired by 
decision makers or users of the system. The term "change 
agents" commonly refers to the superintendent in his role as 
consultant to the Board of Education. Later in the study, 
the Superintendent recruited teachers and administrators to 
comprise what he coined as the Internal Change Agent Team 
(ICAT). 
Politics. For the purpose of this investigation, Napier's (1977) defi 
nition was accepted: 
In terms of schools, the power of the people involved in 
the process of deciding policy resource distribution and 
priorities. 
2p. Chatterjee, Local Leadership in Black Communities (Cleveland 
Case Western Reserve University, 1975), p. 322. 
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Limitations of the Study 
The present study was limited in terms of scope, the subject's 
investigation and the instrument employed. This was not a leadership 
study for school managers but rather a study of a black superintendent's 
leadership style. This study was limited to the leadership style of 
the Paterson public school superintendent and his impact on the school 
district. This study was limited to principals, teachers, students, 
and parents of the Paterson Public School District. This study was 
limited to data obtained by means of an inventory, observations, work¬ 
shops, school district records and board meetings. 
Rationale and Significance of the Study 
Rationale. Most urban superintendents are immersed in organizational 
politics that tend to influence relationships among school boards, 
school administrators and community residents. Of crucial importance to 
the black superintendent is the relationship between what the community 
expects (Hope Factor) and the professional/personal characteristics of 
the person who occupies the superintendency. The integration of role 
and personality in the fulfillment of organizational goals is a major 
task of any school administrator. In the research literature, this 
thesis is well supported. It is axiomatic that in all organizations, 
conflict arising from the incompatibility of role expectations and 
3 
personality dispositions will exist. 
^Ibid. 
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Whether the person makes the job or the job makes the person is a 
moot point. The concern in this paper is the nature of the relation¬ 
ship. The successful integration of the job and of the person is of 
primary importance for those who want a better understanding of how 
organizations are governed and why they function as they do. These 
factors are critical in organizational development. Hence, further 
investigation of these variables deserve further investigation. 
Organizations are often described as social systems which feature 
hierarchical role structures with behavioral expectations for each 
role. There is ample evidence to suggest that the two dimensions which 
are significant factors in producing organizational behavior are per¬ 
sonal (idiographic) dimensions and the organizational (nomothetic) 
dimensions. Consequently, most organizational issues are seen as 
stemming simultaneously from nomothetic and idiographic dimensions. 
Organizational behavior, therefore, is best expressed as a function of 
the interplay between these two dimensions. 
Many professionals believe that the school superintendent is in a 
unique position either to facilitate or to inhibit the resolution of 
school problems. More than ever before, the superintendent must be 
highly perceptive, sensitive and humanistic in his behavior and in his 
ability to conceptualize problems. Factors which condition his 
responses to educational concerns tend to relate more to personal char¬ 
acteristics than to other characteristics that have been studied. 
Also, social values, client make-up and demographic characteristics of 
the administrator have evidenced predictive power for pinpointing new 
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and emerging issues. Age and experience have been shown to be rela¬ 
tively good predictors of response to a given set of issues. Factors 
associated with school size and cost have been cited to be of relative 
significance to the kinds of educational issues and the intensity of 
those issues.^ 
Significance. The black school superintendent is in a unique position 
either to facilitate or to inhibit the resolution of school problems in 
an urban district. Since the attitude and the climate in which the 
superintendent lives and works provide the environment for the urban 
children to learn, it would be beneficial for educators to recognize 
the importance of the black superintendent to the total learning environ¬ 
ment. This study will show that the major dimensions of a black superin¬ 
tendent's job as determined by the special operating conditions and con¬ 
straints of the particular position will have a direct bearing on 
desirable educational changes. 
Information from this study will provide the Paterson School 
District with baseline data in its continued effort to alter educational 
experiences for children. Additionally, the data should provide state 
colleges and universities with information for programs specifically 
designed to prepare urban administrators. 
The focus of this study was to provide an analysis of how a black 
superintendent can serve as an instrument of positive change for the 
4|_. r. Gay, Educational Research: Competencies for Analysis and 
Application (Columbus, Ohio: Charles E. Merrill Publishing Company, 
1976. 
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Paterson school system. If we are to cope with or partially overcome 
the difficulties currently confronting our urban schools, it is 
probable that it will be done by administrators who understand the cul¬ 
ture of minority students and how culture impacts upon black and 
minority achievement. 
It is hoped that the results of this study will bring about mean¬ 
ingful educational improvement for blacks and other minorities, and 
encourage urban administrators to build upon the researcher's experience 
and establish realistic goals such as: (1) a viable instructional 
program; (2) a comprehensive program of accountability; (3) a realis¬ 
tic community involvement program; (4) an educational prevention pro¬ 
gram for drug use and abuse; and (5) the need for student disci- 
pi i ne. 
Theoretical positions. The best course of action for this particular 
superintendent to pursue was to convince principals and teachers that 
administration for the past fifty years had grown up and it was past 
time for the educators of Paterson to do the same. For the past decade, 
there had been uncertainty and confusion concerning the jurisdiction 
of several administrative levels; the superintendent felt that a greater 
focus on administrative activities to improve learning opportunities 
should be adopted. The shift of the role of administrator to educa¬ 
tional leader was his goal. 
It was predicted that black superintendents reflect the needs and 
priorities of the black community. In essence, the nomothetic dimensions 
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of a black superintendent's role should assume predominance over the 
ldiographic dimensions. This study suggests that the black superin¬ 
tendent must not only be aware of his client's needs but must also 
attempt to meet their needs. 
It was assumed that since the attitude and climate in which the 
superintendent lived and worked provided the environment for children 
to learn, it would be of great interest to educators to recognize the 
importance of the superintendent to the total learning environment. If 
the superintendent's leadership style could be shown to have a direct 
relationship to bringing about desirable environmental changes, then 
this study would be of practical value as well as having theoretical 
value. 
Organization of the Study 
This study will be reported in five chapters. Chapter I presents 
the introduction, statement of the problem, basic hypothesis, defini¬ 
tion of terms, limitations of the study, the rationale and significance 
of the study, and organization of the study. The review of literature 
is reviewed in Chapter II. Procedures, methods, techniques, and instru¬ 
ment are explained in Chapter III. "The Black Superintendent: A 
Change Agent" is discussed in Chapter IV. In Chapter V, findings, 
summary and recommendations of the study are presented. 
CHAPTER II 
A REVIEW OF THE LITERATURE 
To have maintained a fervent interest in education and a 
belief in the rewards of learning required a major act of 
faith. Black people in America have been nothing if not 
idealists and devotees of the American dream. It is a 
source of wonder where such unending faith had its 
origin.' 
In this chapter, a review and discussion of black leadership, the 
black superintendent and the black perspective of an urban black school 
educator is offered by the researcher. Issues related to the prob¬ 
lematic aspects facing black superintendents are also reviewed. A 
firsthand account, i.e., original documents and reports by the 
researcher in the Paterson public schools, is presented. The researcher 
used official records, personal records, oral traditionals, pictorial 
records, published materials, and secondary source materials in this 
study. 
Black Leadership 
The concept of leadership is quite broad. Thebaut and Kelly made 
an interesting comment about the theoretical analysis of leadership. 
Not much smaller than the huge bibliography on leadership is 
the diversity of views of the concept. Many studies essen¬ 
tially ask: What do people mean when they speak of a 
leader? Other studies begin with conceptual or empirical 
definitions of leadership and then proceed to determine the 
^William Grier and Price Cobbs, Black Rage (New York: Basic Books 
Inc., 1968), p. 141. 
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correlates of consequences of it as defined. Even a cursory 
review of these studies shows that leadership means dif¬ 
ferent things to different people.2 
The researcher supports the assumption of McDaniel and Balgopal 
that, "black leadership cannot be understood apart from the social con¬ 
text in which it exists."3 * Adaptation is a sub-set of coping which 
refers to any behavior or psychological process occasioned by threat 
which serves the purpose of mitigating or eliminating that threat.^ 
An understanding of black leadership is clearer when it is placed in 
the context of adaptation. When viewed in this fashion, it is removed 
from the realm of the unusual and the strange and becomes, appropri¬ 
ately, a manifestation of blacks confronting, adjusting to, and master¬ 
ing their social environment. 
L. W. Chestang identifies three essential elements which aid in 
describing the black environment (situation). They are social injus¬ 
tice, societal inconsistency and personal impotence.5 These three con¬ 
ditions, when combined with adaptive styles, comprise the black experi¬ 
ence, and out of this experience, black leadership evolves. 
2J. W. Thebaut and H. H. Kelly, The Social Psychology of Groups 
(New York: John Wiley, 1959), p. 9. 
3Clyde 0. McDaniel and Pallassana R. Balgopal, "A Three-Dimensional 
Analysis of Black Leadership" (Houston, Texas: Houston University, 
Texas Graduate School of Social Works, 1978), p. 27. 
^Ibid., p. 28. 
5j_# W. Chestang, "Environmental Influences of Social Functioning: 
The Black Experience," in Diversity in American Society^—Implication 
for Social Policy, ed. P. Cafferty and L. W. Chestang (New York: 
Association Press, 1976). 
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The nature of the black condition in American society is--poverty 
and racism; two cultural arenas--one black and one white. This is a 
significant part of the black situation which gives rise to black 
leadership. 
It is important for the reader to understand that black leadership 
is being described as a process rather than a cluster of traits. The 
rationale for this position is that the trait approach can be very mis¬ 
leading, because it overlooks the fact that "behaviors which are often 
construed as stable personality traits are, in reality, highly specific 
and dependent on the details of an evoking situation."6 
McDaniel and Balgopal7 examined black leadership from a theoretical 
perspective, describing limitations placed on black participation in the 
white society. They stated that: 
When black leadership is understood as a psycho-social process 
involving these two interacting systems . . . the nature of 
the environmental demands on the psycho-social functioning of 
blacks become obvious. Limited opportunities for employment, 
meager economic resources, and circumscribed participation in 
the political sphere posed serious threats to their physical 
and social survival. Rampant personal denigration inconsis¬ 
tent responses from the white society, and the threat to 
physical and emotional well-being menaced their security. 
Implications of inferiority, denigration of their talents and 
skills, and insults to their dignity, abused their group 
pride. One of the functions of black leadership, therefore, 
was (and still is) to mitigate and/or palliate these environ¬ 
mental demands for survival, security and group pride (and 
by implication, self-esteem).8 
6W. Mischel, Personality and Assessment (New York: Wiley, 1968), 
p. 37. 
7McDaniel and Balgopal, "A Three-Dimensional Analysis of Black 
Leadership," p. 49. 
®Ibid., p. 61. 
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In summary, Thompson9 and Conyers and Wallace10 presented in 
their studies an approach for studying black leadership role non- 
pejoratively and as a function of the dynamic nature of its environ¬ 
ment and further to narrow down the concept of black leader¬ 
ship. 
Black Superintendents 
The struggle to achieve equity of educational opportunity is still 
being fought in courtrooms, in communities and by boards of education. 
As an outgrowth of this struggle, more black principals were hired 
because of increased representation of blacks on school boards. This 
phenomenon finally resulted in more black superintendents being 
recruited and appointed. 
Sommerville argues that four questions should be addressed before 
black administrators are recruited. They are: 
1. Should you? As a school board member, should you 
assume the process of recruiting black administra¬ 
tors? 
2. Why? Why do you want to do that? 
3. How? Your plan (and you should have a real live plan) 
for recruiting black administrators should be based 
on providing information to school officials, teaching 
staff, students, and parents in your district. 
9D. C. Thompson, The Negro Leadership Class (Englewood Cliffs, 
New Jersey: Prentice Hal 1, Inc., 1963). 
10J. E. Conyers and W. L. Wallace, Black Elected Officials (New 
York: Russell Sage Foundation, 1976). 
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4. Finally, where do you go to recruit black administra¬ 
tors?^ 
Further, C. F. Smith expressed pessimism concerning the hiring of 
black administrators: 
You might as well forget about being appointed a school 
superintendent. As far as I know outside of eleven 
Southern states, there is one Negro superintendent in 
Lincoln Heights, an Ohio community of 8,000 persons of whom 
98 percent are Negro. You can consider yourself lucky if 
you get a principalship in a large city . . . your leader¬ 
ship has been commended internationally, you are aca¬ 
demically well prepared, and you are a successful teacher, 
but you are a Negro.'2 
However, Edward Fort, formerly superintendent in Inkster, Michigan, 
still feels that: "The most difficult thing about being a black 
superintendent is . . . getting the job in the first place."13 
Bernard Watson, a black professor of Urban Education at Temple 
University, and former deputy superintendent for planning in 
Philadelphia, states: "We have been systematically kept out of the top 
positions for years--and we still are."1^ 
Today, blacks are demanding more black administrators at levels 
above the building principal, but when school boards say they will hire 
^Joseph C. Sommerville, "How and Where to Find Black 
Administrators," The American School Board Journal, (January, 1975), 
p. 41. 
12C. f. Smith, "Do You Want Me? A Qualified Negro Administrator,1 
Phi Delta Kappan, 45 (May, 1964), p. 405. 
l3Edward B. Fort, "A Black Superintendent Talks About Being a 
Black Superintendent," School Management 13, No. 3 (March, 1969), 
p. 102. 
^Bernard Watson, "The Elusive Black Educator: How to Find, Hire 
and Keep Him," School Management 13, No. 3 (March, 1969), p. 56. 
20 
a black superintendent, they seldom mean it. One of the first black 
school officers, Edward Fort, calls for a halt in the hiring "con game." 
Let's stop stacking the professional deck against black administrators 
and get down to the business of educating kids. This means greater 
commitment and accountability from all educators--black and 
white 
Hugh J. Scott cited Roland Patterson, the first black 
Superintendent of Schools in Baltimore, Maryland. According to Scott, 
Patterson made some interesting comments on black consciousness and pro¬ 
fessionalism: 
Equality of educational opportunity is a goal more often 
given lip service than positive action. We in the school 
system must understand the inequalities in order to eradi¬ 
cate them. This demands a "black consciousness" as well as 
a white, red, brown or yellow consciousness. This conscious¬ 
ness also helps in responding to many of the issues with 
which the community confronts us. Insights into the motivat¬ 
ing forces behind partisan demands are a part of this. I 
refuse to preside over a system that continues to do a dis¬ 
service to any group. I know that I am the superintendent 
for all of the students in our school. 
Scott reflected on the implications of being a black superintendent. 
He says, "I do not see black superintendents. I see good superin¬ 
tendents. We have to be damn good--better than most."^ 
As a group, black school administrators would probably concur with 
Crim's observation that the black school administrator encounters 
l^Ibid., p. 102. 
16Hugh J. Scott, Messiah, The Sacrificial Lamb: The Emerging 
Black Superintendent (Washington, D. C.: Howard University Press, 
1976), p. 32. 
17 Ibid., p. 52. 
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greater situational challenges than his white counterpart. Scott 
speaks for a large number of black school administrators when he states, 
. . the black superintendent's response to his responsibilities is 
uniquely affected by the fact that--black and white respond to him dif¬ 
ferently because he is black. 
The selection of a new superintendent by a board of education is a 
momentous task. Charles Moody stated in an article that: 
The superintendent of a "model" district faces mammoth 
tasks: the superintendent of a "problem" district, insur¬ 
mountable ones. But these "problem" districts are just the 
ones where black candidates forced into a struggle for sur¬ 
vival must prove they are supermen. The black superintendent 
finds himself constantly on the platform trying to communi¬ 
cate to the community that he has inherited a district beset 
with problems. He is expected to be a miracle man who can 
solve, in a few days, problems that took years of neglect 
and mismanagement to create. These problems prevent his 
concentrating on the instructional aspects of the school 
systemJ9 
Black school superintendents providing leadership for predominantly 
black school populations find themselves in an extremely peculiar posi¬ 
tion. Normal tensions exist between boards of education and superin¬ 
tendents but more important is the conflicting expectations between 
board members and superintendents resulting from varying sociological 
perspectives about education given their differences in ethnic back¬ 
ground. In all candor, rarely is the black school administrator per¬ 
mitted by whites or blacks to function as an educational leader whose 
^Ibid., p. 53. 
19Charles D. Moody, "The Black Superintendent," School Review, 
(May, 1973), p. 377. 
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race is incidental to his expertise and performance. Edward Fort, one 
of the few black educators who has served in two superintendencies, 
comments: "The very fact that he is black renders it probable that the 
urban arena's response to him will be unequivocably different from the 
response to the Caucasian counterpart."^ 
The black school administrators are placed in administrative posi¬ 
tions which impose the greatest demand on educational leadership and on 
the resources of a community. Charles W. Townsel commented that: 
In examining the urban school administrator from a black 
perspective, problems are multiple and overwhelming to the 
untrained, inexperienced neophyte. Whatever the white 
school administrator encounters becomes astronomical when 
one is black. . . . One seldom dies on the job. It appears 
that the swiftest route to retirement is through the superin¬ 
tendency of an urban school system.21 
op 
Hugh J. Scott, in his book, The Black School Superintendent: 
Messiah or Scapegoat, reported urban areas fall upon hard times when 
there is a major breakdown in the delivery of essential support ser¬ 
vices. They are: 
1. Family Life 
2. Housing 
3. Food 
4. Health Services 
5. Employment 
20From a statement by Edward Fort, former Superintendent of 
Schools in Inkster, Michigan, and Sacramento, California. 
21 Charles W. Townsel, The Urban School Administrator-A Black 
Perspective, U. S. Educational Resources Information Center, ERIC 
Document, ED 117 254, 1975. 
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6. Recreation 
7. Safety 
8. Education22 
The crisis in urban education in depressed areas are vividly docu¬ 
mented by several researchers. First, "the schools of the urban cities, 
as they now exist, perpetuate the cycle of poverty, the merry-go-round 
of despair and frustration. They consciously or inadvertently dis¬ 
criminate against the poor and powerless."23 Second, "the last half 
decade has been marked by frustration, tension, and great hope dashed 
on the hard surface of despair. It has been a period when educational 
excitement and prospects generated out of the early and mid-sixties have 
fallen on hard times ... an era when the schools were called upon to 
negotiate for the society itself some of its deepest, most severe 
problems--racism, prejudice, intolerance, inequity."24 Third, "is 
American education, now as it is organized and conducted in our country, 
the kind of education that can save American Freedom? That can give 
OC 
stability to our Society?" Fourth, "American public school systems 
^Scott, Messiah, The Sacrificial Lamb: The Emerging Black 
Superintendent, pp. 2-6. 
23Task Force on Urban Education, Schools of Urban Crisis 
(Washington, D. C.: National Education Association of the United 
States, 1969), p. 3. 
24Luvern L. Cunningham, "A Tribute to Norm," speech delivered in 
Detroit, Michigan, 7 June 1971. 
23Ernest Mel by, "The Community School and Its Administration," 
speech delivered at the Community School Educators Conference in Miami, 
November, 1967. 
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support the values and the dominant social class of their constituent 
communities."26 And lastly, "expenditures are rising very rapidly 
with little or no demonstrated increase in educational outcomes. 
Local taxpayers are revolting and state coffers are stretched, but 
costs continue to rise while little educational progress is being 
made."27 
Scott comments about the many problems facing the education pro¬ 
fession in America that serve the urban disadvantaged. He believes 
that quality education for the disadvantaged in our public schools 
offers a viable alternative to the improvement of public schooling. 
He stated that: 
Black leadership has to commit itself to the average task 
of making education a viable concept while moving simul¬ 
taneously to improve the quality of life for black 
Americans. Such a commitment requires a confrontation with 
the protectors of this mediocrity. Black leaders cannot 
afford to lose sight of the root cause for most of black 
America's ills--racism. America has a racist culture that 
is incapable of regulating its hostilities.28 
Further, black administrators are confronted with an unwarrantable 
problem of lack of support from the school board and the community. 
Townsel further states: 
26W. W. Charters, Jr., "Social Class Analysis and the Cartel of 
Public Education," Harvard Educational Review, Vol. 23 (1953), p. 117. 
27Henry M. Levin, "The Effect of Different Levels of Expenditures 
on Output," Economic Factors Affecting the Financing, ed. Johns, 
Goffiman, Alexander, and Stollar (Gainsville, Florida: National 
Educational Finance Project, 1970), p. 201. 
28Scott, Messiah, The Sacrificial Lamb: The Emerging Black 
Superintendent, p. 21. 
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Not clearly enough serious black people are serving on our 
school boards. And, consequently, when a serious attempt 
is made by a black school administrator to alter the pat¬ 
tern of cumulative deficit, there is no support from the 
governing board and too little support from the community. 
(Washington, D. C. is a case in point.) Boards of 
education, community councils, and state and federal boards 
have not been willing to deal with aggressive black adminis¬ 
trators.29 
In summary, the black superintendent can scarcely avoid the diffi¬ 
culties facing him in an urban school system. There is the problem of 
race, tight budget and declining student enrollment, confronting a pre¬ 
dominantly white board which is politically oriented. There is also a 
more profound challenge of seeking the approval for programs to improve 
the quality of education for black children from people who lack the 
sociological perspectives of a black superintendent and who fail to 
understand the black experience. 
The Urban School Administrator: 
A Black Perspective 
As previously mentioned, challenges facing the black school admin¬ 
istrator should not differ from those faced by white administrators, 
although they do. The black administrator should have the ability to 
look at alternative positions, make good judgments about the forces that 
are bringing forth changing needs and challenges. The researcher, as a 
black superintendent, concurs with the needs and challenges for urban 
administrators that were listed by M. R. Shed: 
p. 3. 
29Townsel, The Urban School Administrator--A Black Perspective, 
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1. Quality education that will enable all students to 
meet and deal with society in fulfilling their innate 
abilities. 
2. Redirection of the school's focus in order that they 
become useful tools for the populace rather than 
simply tax burdens. 
3. Provide quality education for all students regardless 
of race, ethnic origin, or economic status. 
4. Instill in students an interest in education not 
only for what the end results can do toward improving 
the quality of their living but for what they will be 
able to do for their fellow man. 
5. To constantly issue self challenges. 
6. To improve oneself. 
7. To share the same affection and protectiveness for 
urban schools (which too frequently are places of 
terror, unrest and anxiety). 
8. To be able to function sanely and wisely in the face 
of animosity. 
9. To know and recognize, but not accept, that his or 
her area of function is severely limited by blackness. 
10. To make the American creed implementable and equally 
applicable to all by working to insure that it is the 
creed of progress, liberty, equality and humani- 
tarianism. 
11. Work toward eliminating the feeling of inferiority 
and a sense of hopelessness--prevalent among lower- 
socioeconomic groups. 
12. To enhance the quality of and potential for creative 
leadership. 
13. To apply constructive new thinking to urban educa¬ 
tional problems (the old ones did not work). 
14. Put forth effort to bring about effective social 
changes within the schools as necessitated by our 
changing society. 
15. Bring the schools into line with modern-day demands 
and needs. 
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16. Eliminate segregation-social class as well as 
racial. 
17. Recognize that the present educational efforts are 
dysfunctional.30 
Scruggs conducted a survey of black professionals who were either 
Title VI administrators or black college presidents. The questionnaire 
focussed on the respondents' perception of their jobs. The evidence 
from this survey indicated that: 
... a majority of the respondents believe that a quota 
system exists for hiring black administrators. Black 
administrators have concluded that their acceptance into the 
educational system is not equal to that of white. As for 
the education of black children, the respondents agreed that 
white teachers hold negative attitudes toward their black 
students. . . . The consensus . . . after twenty years of 
desegregation-integration, they have not yet included the 
blacks in the open class system.31 
In summary, the American culture has not abandoned its negative 
approach toward blacks holding high positions in education. Problems 
facing the black urban superintendent are clearly visible to individuals 
who are working toward effective solutions. Problems vital to black 
administrators were cited by Townsel: 
1. Staffing-teachers that are competent and dedicated. 
2. Improve federal financing coupled with state subsidies. 
3. Allow the urban child to function in the American cul¬ 
ture at large. 
30^. R. Shed, Urban Education: A National Disaster Education 
Yearbook, 1972-73 (New York: McMillan and Free Press, 1972), 
pp. 14-17. 
31 James A. Scruggs, "How Black Administrators View Their Status 
Today," Phi Delta Kappan, (Spring, 1975), p. 648. 
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4. Black folks are attempting to "take over" . . . threats 
to the job security of others.32 
Further, a myth that has remained unchallenged is that of finan¬ 
cial management. Barrus observed that: 
On the part of black cultural myth regarding the field of 
finance, one observer noted that there is a widely 
accepted belief, especially in the white community, that 
financial management requires an innate discipline not 
possessed by blacks, that blacks are not sufficiently 
mature emotionally to master the complex art of fiscal 
administration. It is unfortunate that this myth has 
remained unchallenged.33 
In an article that further highlights the alleged lack of finan¬ 
cial management by minorities, Jerome McKinney wrote that: 
Blacks have a strong orientation toward oral commitment. 
This predisposition is not conducive to the documental, 
and standardized requirement of fiscal action systems. 
. . . problems incurred by programs designed for blacks 
which are often funded at a low level to insure their 
failure create the conditions for participation in honest 
graft. Payrolls are padded; enjoying high-life with women, 
buying off potential critics of programs, employing con¬ 
sultants for the simplest functions.34 
What is needed is an increase in black sensitivity to financial 
management if we hope to close the gap that now exists because there 
are so few blacks in high financial management posts. 
Black administrators have a special mission. Their primary goal 
is the development of an inquiring mind in the quest for knowledge. 
32Townsel, The Urban School Administrator--A Black Perspective, 
pp. 9-10. 
33C. Barrus, "Minorities in Public Finance," Governmental Finance, 
(February, 1973), pp. 16-17. 
34Jerome McKinney, "An Overview of Black Perspectives on Financial 
Management," Journal of Afro-American Issues, Vol. 3, No. 2 (1975), 
pp. 150-196. 
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To be specific and in all candor, black administrators must serve as 
models for youth to curtail the threat to our way of life and life 
styles: our talented youth must be in colleges and universities and not 
vocationalized; prepared for the assumption of leadership positions; to 
assist in remaining in the mainstream of American democracy, continuing 
our struggle for freedom (The Reverend King, et al.), and, finally, 
black administrators must know and understand the environment that they 
work in and eliminate disunity between all groups. 
In summary, Edythe J. Gaines' article, "Excellence: Let's Say It, 
Mean It, Exemplify It, Deliver It," in describing the role of superin¬ 
tendents and school boards, established five major system-wide 
goals: 
1. Academic excellence, academic achievement 
2. Organization climate 
3. Education with equity 
4. Economic empowerment 
35 5. Management of resources 
Past research has indicated that a strong board plus a strong 
superintendent moving on problems jointly can strive for those changes 
that can make the difference for our children. It is an interesting 
concept for assessing local board of education candidates from a Third 
World perspective that would enable the realization of this objective. 
It, 
35Edythe J. Gaines, "Excellence: Let's Say It, 
Deliver It," Phi Delta Kappan, (November, 1978), 
Mean It, Exemplify 
pp. 22-38. 
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Charles Williams'36 unique and rather thorough study lists ten sections 
from a criteria checklist: 
1. Accountability 
2. Community 
3. Curriculum 
4. Inservice 
5. Leadership 
6. Parents 
7. School Finance 
8. Student 
9. Teacher 
10. Desegregation 
Each of the above sections contains behavior criteria which speak 
to the levels of commitment or action that a local board candidate from 
a Third World perspective must adhere (Blacks, Latinos, Native Americans, 
Asian Americans). 
In summary, the researcher has reviewed literature that is relevant 
to this study. The historical background of the problem has been pre¬ 
sented, materials were carefully selected, not omitting those which bear 
a more recent date. We now turn to the collection of data in 
Chapter III. 
36Charles T. Williams, "Criteria Checklist: For Assessing Local 
Boards of Education Candidates from a Third World Perspective," U. S. 
Educational Resources Information Center, ERIC Document, ED 117 239, 
1975. 
CHAPTER III 
PROCEDURES, METHODS, TECHNIQUES, AND INSTRUMENTS 
The purpose of this research was to examine a black superintendent's 
leadership style in an urban school district in the city of Paterson, New 
Jersey, during the period of 1976 to 1982. The research centered around 
three perspectives: the person, the structure, and the skills. 
Procedures 
To obtain the relative importance of the leadership style of the 
superintendent, a school survey instrument was devised. The purpose of 
this survey was to open communication at all levels of the educational 
program in the Paterson schools and suggest possible future directions 
it should take. 
The 1978 Paterson Schools Survey was designed to collect specific 
information. Students, community members, teachers and principals were 
requested to answer 70 questions pertaining to the schools and the com¬ 
munity they served. Preliminary research indicated that at no time in 
the history of urban education had an attitudinal survey of this magni¬ 
tude, developed specifically around the problems and needs of one city, 
been attempted. 
The superintendent prepared notes which served as an agenda for 
staff meetings which in turn resulted in another set of questions that 
was used as the basis for the Paterson Schools Survey. The agenda items 
consisted of issues drawn from interviews during the first two weeks of 
the year. The survey included agenda items such as: 
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1. Everyone is trying to impress me as if they fear the 
wrath of the superintendent. 
2. Paterson used to be a "nice place," the schools were 
better, and the kids were smarter; but the "popula¬ 
tion change" has created an "environment." 
3. Principals have most of the power in the schools. 
4. Principals and teachers have a lot to say about the 
home environment and its importance in predetermining 
the educability of students. 
5. There isn't much political consciousness, at least 
not enough to catalyze a change or reform process. 
6. Teachers are really burned out. 
7. No one has any conception of a comprehensive program, 
including T & E, to improve the schools. Words, no 
actions or proposals. Compliance has become the end. 
It was decided at the meetings that the survey would be undertaken 
within the month. The purpose of the survey was to gather different 
information that had not been available to the school system, confront 
the educational decision makers with student and teacher perceptions of 
street issues such as drugs and alcohol, in addition to asking the users 
how well the schools were preparing the students for college. 
Methods 
The researcher used both the descriptive and evaluational methods 
of research in his study. He emphasized utilization of descriptive 
analysis to measure the rate and degree of change occurring in patterns 
of response. 
In order to analyze the data, the first step was to describe or 
summarize the data using descriptive statistics. Using descriptive 
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statistics permits the researcher to meaningfully describe many scores 
with a small number of indices. These indices were calculated for a 
sample drawn from the population. The superintendent, the school com¬ 
munity and parents participating in the survey determined which educa¬ 
tional values were worthwhile and could be pursued as aims, goals, and 
objectives in the district. 
In this study, the following central questions were raised: 
1. What is the relationship between administrative atti¬ 
tude and student achievement in this urban district? 
2. How are the attitudes and behavior of principals, 
teachers and parents affected by the superintendent's 
leadership role? 
3. What are the major dimensions of an urban superin¬ 
tendent's job as determined by the special operating 
conditions and constraints of that particular leader¬ 
ship style? 
Techniques 
The school survey technique was used to obtain data for the 
descriptive analysis of the study. 
To determine the relative importance of a black school superinten¬ 
dent's leadership, it was important to obtain a sample of school admin¬ 
istrators, teachers, students, and parents that would represent a cross- 
section of the defined universe. 
In February, 1978, the superintendent issued a directive instruct¬ 
ing the principals to use the monthly teacher's meeting for the adminis¬ 
tration of the teacher's and principal's surveys. The surveys were 
administered by the district subject area supervisors and administrative 
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staff who took part in the survey. None of the survey administrators 
reported any difficulty with directions, or language of the instru¬ 
ment. 
The interviewers were asked to predict the responses of other peo¬ 
ple to whom the survey was administered; the teachers were asked to 
predict the responses of the students; and the principals were asked 
to predict the teachers' and students' responses. The purpose of this 
was to allow the different constituencies in the school to compare the 
actual perceptions of other constituencies with their own. In addi¬ 
tion, that information gave the superintendent a certain leverage when 
discussing what different constituencies believed and needed in the 
school system. 
There were three student surveys: primary, intermediate and 
secondary. The methods of writing, editing and field testing the stu¬ 
dent surveys were similar to those used for the teacher and principal 
surveys. The information and rationale sought in the student surveys 
included: 
1. Demography: To compare with Board of Education data 
to test the validity of the instrument. 
2. Feelings Toward School: It was hoped that the combina¬ 
tion of general feelings about school and specific 
responses about teachers, curriculum and services 
could be matched to pinpoint problems, and also mea¬ 
sure the consistency of the students' responses. 
3. Feelings Toward Curriculum: To test the relevancy of 
the curriculum from the student's perception and to 
test the possibility of some curriculum areas (like 
Futures) that the students had not heard of. 
4. Racial Attitudes: Much had been said about race rela¬ 
tions in Paterson during the informal interview process 
35 
and most predictions of students' feelings on the 
part of teachers and principals were contradictory. 
5. Perceptions of Paterson Street Life: To attempt to 
measure the real extent to which students used drugs 
and alcohol. 
6. Perceptions of the Paterson and School Community: 
It had been said that the urban community has 
changed and that the common sharing of perceptions 
(i.e., extended family, etc.) had fallen apart in 
the urban community. 
7. Understanding of Social Economic Reality: Beyond 
the basic skills, the author felt that the schools 
should be at least presenting a realistic, historic 
sense of the racism, class barriers and social prob¬ 
lems the students would be faced with after gradua¬ 
tion. 
For primary students, the test was simplified. Research indicated 
that attitudinal data for third graders and below were often inconsis¬ 
tent and unreliable. A "happy face-sad face" format, where students 
simply picked their preference by circling the appropriate face, was 
chosen. That format had been used in other attitudinal and psychologi¬ 
cal instruments with success. There was also a limitation on the 
primary students as to the depth and breadth of the questions asked. 
It was decided that the simplest perceptions of school climate, reading, 
math, art, and the social issues of race and future goals would suffice 
to show that students have definite opinions and questions about the 
world in which they live. For the intermediate and high school students, 
the instruments were almost identical with simplifications in reading 
at the intermediate level. 
The surveys were field tested with randomly selected groups of 
one-hundred intermediate and primary students at School Four and 
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one-hundred students at Eastside High School. It was decided after the 
field test that all students who were administered the survey would 
have each item read to them aloud by the teachers who administered the 
tests. This held across all grade levels--primary through high school. 
During the week of March 1, 1979, 3,100 surveys were administered 
to students in every school in the city of Paterson. In the primary 
and intermediate schools, 100 students in each of the schools were 
surveyed. Two-hundred surveys were administered at each high school, 
Eastside and John F. Kennedy. Every survey administered was returned 
and tabulated from the primary and intermediate schools, and 399 surveys 
were returned from the high schools. The sampling of the students was 
random. If a school had 400 students enrolled, the principal went 
through the school roster, class by class, and picked every fourth stu¬ 
dent. For absent students, the next name in a particular class was 
chosen. The only problem occurred in the high school. Because 200 stu¬ 
dents had to be identified, a roster had to be distributed throughout 
the school and the students were told to report to the cafeteria during 
one class period. 
This method of selection proved to be valid for the selection of 
a truly random sample when the demographic data was reported with 
results. At the intermediate level, 49.9 percent of the respondents 
were male and 49.1 percent female. At the high school level, 48 percent 
of the respondents were male as compared to 52 percent female. Grade 
distribution, racial background and age were accurately mirrored in the 
district's demographic data. 
Instrument 
The first survey to be written was the teachers' survey. 
Eventually other surveys were written for principals, students and 
parents. The process called for three decision makers to "brainstorm" 
100 to 120 questions per survey. Then the author would consolidate and 
edit those to 85 questions. The number of questions was limited by 
available computer card capacity to 70 questions. The superintendent, 
and his consultants, then had a follow-up meeting to trim the questions 
to 70. (See Appendix A.) 
Once the questions were decided, the questionnaires were reviewed 
for form and content by Dr. Ronald Hambleton of the Research and 
Evaluation Methods Program of the School of Education, University of 
Massachusetts. Following the meeting with Professor Hambleton, the 
superintendent prepared the final form of the survey which was typed 
and printed for distribution. 
What follows is a list of the issued covered for the teacher's 
and principal's surveys and the reasons for their inclusion: 
1. Demographic Data: To compare with similar informa¬ 
tion previously collected by the Board of Education 
as a method of validating the other results of the 
survey. 
2. General Teacher (and Principal) Attitudes Toward the 
Schools: To discern if the teachers and administra¬ 
tors really felt as badly about their particular 
schools and the school system in general as had been 
suspected from informal data collection. 
3. Teacher Attitudes Toward Administrative Personnel, 
Student Service and Teacher Support Services: To 
provide a formal evaluation of the teacher (and 
principal) perceptions of the central administration 
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of the school system. (By asking for evaluations of 
the administrative components as well as the adminis¬ 
tration as a whole, the decision makers could better 
identify the components in need of reform.) 
4. Levels of Communication Among the Decision Makers, 
Staff and Community: To determine to what extent 
the school system had a community of its own. 
5. Teacher Attitudes Toward Student Behavior and 
Achievement: To give the teachers a clear picture 
of what their peers felt of the student's attitudes 
and abilities and to raise the question of whether 
those perceptions might have some relation to stu¬ 
dent performance. 
6. Teacher Workload: To see which teachers in what 
schools, given the chance to respond anonymously, 
felt they were over-or-under worked. 
7. Teacher/Community Perceptions: To discern how varia¬ 
ble teacher's perceptions were of community issues. 
8. Teacher Willingness to Participate in an Experimental 
Program: To determine how ripe the district actually 
was for change and to solicit some commitment from 
the teaching community. 
It was agreed that the teachers would be anonymous as individuals 
but that the information would be collected and coded by schools. 
The teacher's survey was field tested with the eight district sub¬ 
ject supervisors and the members of the administrative staff of the 
superintendent area supervisors. The time needed for explanation, 
administration, and collection of the surveys in the field test was 
approximately thirty minutes. 
The 1978 Paterson School Survey. The information gained from the 
survey was tabulated and collated by computer at the University of 
Massachusetts Computer Center. As might be predicted, the survey 
resulted in the collection of far more information than the researcher 
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could have ever hoped to fully document. But, as hoped, a number of 
significant findings, which would provide the central argument for dis¬ 
trict support of a large-scale reform program, were provided by the 
results. A summary of significant findings follows. (See Appendix A, 
"Paterson Schools Survey, 1978.") 
For students: 
-- High school and elementary students generally consider 
themselves "B" students. 
-- Perceptions of quality of home life and parent atti¬ 
tude shift negatively at the high school level. 
-- High school students think considerably less of the 
quality of their teachers than elementary students. 
-- Drugs, among Paterson students, were a larger problem 
than was alcohol. 
-- All Paterson students are seeking a "better life" than 
their parents have had--and most feel that education 
is the key to that life. 
-- Patterns of prejudice, that the outside society dis¬ 
criminate against blacks and hispanics and white stu¬ 
dents are victims of prejudice in majority-minority 
schools, are clearly evident at the primary level 
(Grades 1-3). 
-- A majority of both the intermediate and the high school 
students chose "the future" as the most important sub¬ 
ject for them to study even though the Paterson schools 
have never had any such course offering. 
For teachers: 
-- Over half of the teachers gave the school a fair or 
poor rating and almost a quarter of the teachers 
believed the schools were getting worse. 
-- Teachers saw themselves as the most significant group 
in contributing to quality education. 
-- Teachers gave a low rating for the effectiveness of 
community participation, student counseling and 
inservice education. 
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-- Teachers felt that the strongest influence on a stu¬ 
dent's life was television followed by family and 
friends. 
-- Most teachers spent between five to ten hours a week 
in preparation for classes. 
Almost half of the teachers believed the punishment/ 
reward system for good teaching in Paterson was 
effective. 
-- A majority of the teachers believed that less than 20 
percent of their students will go to college. 
-- A large majority of the teachers agreed that an 
intercultural curriculum is important for students to 
study. 
-- Forty-three percent of the teachers said they would 
either actively or probably transfer schools to take 
part in "experimental" programs. 
For principals 
-- Most of the principals in the Paterson schools felt 
that significant improvement is needed in the Paterson 
schools, but most principals reported that schools 
would probably improve. 
-- The principals identified the superintendent as very 
effective in causing a significant school change while 
rating as least effective the board of education, 
community participation, counseling services, provi¬ 
sions for cultural differences and achievement tests. 
-- The principals saw themselves as very effective in 
affecting school change. 
-- Principals said that they spent most of their time 
communicating with parents and classroom supervision. 
Almost half of the principals felt they spent too 
little time in classroom supervision. 
^A flaw in the process was that because of the school-by-school 
method of data collection, the principals could be readily identified. 
It is possible that answers reflected the knowledge that the superin¬ 
tendent knew who they were. (These findings also included vice¬ 
principals. ) 
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-- Just over half of the principals said teachers were 
performing at a satisfactory level. 
-- Over half of the principals said they would probably 
seek transfer to participate in experimental programs. 
In the month following the administration of teacher, principal 
and student surveys, a community survey was developed, field tested 
and administered. The selection process for the parents was similar to 
the students'. Students were chosen randomly by class roster and told 
to take the survey home to their parents. Surveys were to be returned 
the next day. Principals were asked not to give the surveys to the 
same children who had taken the survey in class. Parents who had more 
than one child in school and received more than one survey from their 
children were asked to fill out one survey and answer the question for 
one child. Community surveys were also printed and distributed in 
Spanish and distributed according to the discretion of the teacher or 
principal. One limitation might have been that the parents did not 
have a controlled environment in which to take the survey and could 
have contacted other parents before making choices. Thirty-one hundred 
surveys were distributed throughout the community and over 2,700 were 
returned. The ethnographic data reflected data available at the board 
of education. Significant findings follow. 
For parents: 
-- A majority reported that they were satisfied that the 
schools were doing an adequate job of educating their 
children. 
-- Almost half of the parents reported that their children 
enjoyed going to school "very much" and the same 
majority believed their children are good readers. 
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-- More than half of the parents sampled believed that 
their children were receiving enough individual atten¬ 
tion and the same majority were satisfied with the 
remedial support offered by the schools. 
-- Parents viewed the family as the major influence on a 
child's life followed by teachers and religion. 
-- Close to 40 percent of the parents believed that their 
children needed more choice in learning activities. 
-- The parents rated "the future" third out of 18 subjects 
in terms of importance to study, behind reading and 
math. 
-- Almost half of the parents believed that their children 
will be well prepared for college but only a small 
number felt their children will have a better life 
than their parents. 
-- Paterson saw truancy as a major problem in Paterson. 
-- Most parents feel the school officials are always 
willing to listen to their concerns and more than half 
of the parents said that they visit schools more than 
twice a year. 
-- Over one-third of the parents felt that their neighbor¬ 
hoods were at least somewhat unsafe for their children 
to walk in at night. 
-- Many parents expressed a willingness to allow their 
children to transfer schools to take part in experi¬ 
mental programs. 
Findings. Sufficient data were drawn from the 1978 Paterson School 
Survey to make a case for a far-reaching reform effort in the Paterson 
schools. The wide distribution of the survey did not, as was originally 
hoped, create high visibility to the efforts for reform or discussion 
among groups over the findings. Despite a slight community furor in one 
of the majority white neighborhood schools that the racial questions 
were a prelude to bussing, the survey information was gathered, compiled 
and released without much notice. 
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The challenge before the superintendent, at that time, was mainly 
to identify results that would support the necessity for a reform 
effort. There was so much information from the survey that it was hard 
to pinpoint the information that would ignite the spark for change. 
On March 8, 1978, the information collected in the survey was dis¬ 
seminated to teachers and administrators in the school system. A long 
cover letter from the superintendent accompanied the results. The pur¬ 
pose of the letter was to: (1) create the rapport for change; 
(2) introduce the concept of "careers" as a potential curriculum area; 
and (3) test the water for the initiation of new programs. The letter 
stated: 
. . . Most of our students feel that less than half of our 
kids should go to college under ideal conditions. Does 
this indicate that many of our students have abilities and 
aspirations that our teachers do not perceive and, there¬ 
fore, consciously or unconsciously, in effect, dampen these 
aspirations? Is there a reservoir of desire which should 
be channelling toward increased constructive efforts? 
The preliminary results do evidence some discrepancies in 
attitudes among students, teachers and administrators. 
The students have misled themselves in some areas and the 
teachers and administrators are not aware of some of the 
students' attitudes as I had hoped. 
The letter concluded by saying: 
It is now our task to develop programs which help stu¬ 
dents to know where they are, help them decide where 
they want to go, and, most importantly, get them there. 
The rest of the letter stressed that reading and the future would be 
substance of such an effort. (See Appendix A.) 
Throughout the following week, the superintendent and his consul¬ 
tants discussed a number of strategies for implementing reform. One 
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option rested on a draft directive from the superintendent outlining a 
number of practices to be changed in administration, curriculum, develop¬ 
ment and other services delivered to the school system. Another 
involved the writing of a curriculum and "differentiated" staffing plan 
to be implemented in the school system. The third option, seen then as 
a way of implementing one of the above plans, was the recruitment of a 
team of support staff from within the school system. The cause for this 
strategy was that in the survey, 43 percent of the teachers had indi¬ 
cated that they would be willing to transfer schools to participate in 
experimental programs. 
It was decided that the support staff team was to be recruited 
immediately and that applications would be sent to all teachers and 
administrators inviting them to join the team. 
The Paterson School Survey was the first district-wide action taken 
by the superintendent toward the development of a school reform program. 
Prior to this survey, all solutions to district problems had been man¬ 
dated by the Central Office. The superintendent had now identified 
existing problems in a different context. 
CHAPTER IV 
RESULTS OF THE STUDY 
The Black Superintendent as a Change Agent 
Introduction. This chapter describes the black superintendent as a 
change agent in Paterson, New Jersey, defines his leadership style, and 
discusses the activities which focused on the five school-related prob¬ 
lems facing black superintendents. The researcher details major change 
efforts employed by the superintendent in attempting to "turn the dis¬ 
trict upside down." This chapter also provides the results of the 1978 
Paterson School Survey. 
In response to those who see black superintendents as mere func¬ 
tionaries or facilitators, research indicates school leaders have great 
effects on schools. A leader's effectiveness may vary because of what 
they do, who they are, and how they operate. Research has shown that 
leadership is not only important in our schools but is the most impor¬ 
tant factor in achieving school effectiveness. 
The researcher discovered that the subject of leadership is not a 
simple one, for even the most skilled and charismatic leader may fail 
if the "organization deck is stacked against him." This researcher 
attempts to present the most useful aspects of theory combined with the 
experience/expertise of one black change agent. It is felt that the 
activities of a practitioner in the field will help future black 
superintendents avoid many of the problems inherent in the position. 
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As a change agent for the Paterson School System, the researcher 
attacked the district problems from three perspectives: 
1. The person and his knowledge of the district's prob¬ 
lems . 
2. The structure, "or how to get the job accomplished" 
within the present paradigm and leadership skills 
available. 
3. Effective utilization of teachers, parents, children 
and community. 
The need for change. In 1976, there were many uncertainties regarding 
the appointment of the first black superintendent in Paterson, New 
Jersey, and its effect upon the Paterson School System. The political 
nature of the Paterson School System awaited the necessary change but 
would only accept it on the traditional terms of the past. Although 
the school system prior to 1976 was once described as "organized 
chaos," change for the system would be a slow and painful process. It 
was predicted by the new superintendent that the slightest change in 
practices or personnel would have a rippling effect throughout the 
entire school system causing the protectors of mediocrity to retreat to 
the more secure practices of the past. 
As previously stated, education is a field in which the forces of 
politics, economics and culture converge for the purpose of socializing 
youth. Much of this study was concerned with the role of political 
power as it related to the operation of the Paterson School System. 
Therefore, it is necessary to describe the district in 1976 (the begin¬ 
ning of the period under review). 
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In 1976, Paterson was an economically poor city with a population 
of more than 170,000. Expenditure for instruction was more than $100 
per student below the national average, while the cost of living was one 
of the highest in the country. Even though Paterson received much help 
from federal and state agencies, the school system continued to deterio¬ 
rate. 
Early in 1977, the newly appointed superintendent received the 
results of the New Jersey Statewide Basic Skills Tests. This report 
stated that the city's tenth graders at Eastside High School earned the 
lowest reading scores in New Jersey. Of the above population, only 
31.2 percent exceeded the state minimum scores in mathematics. There 
were only two other New Jersey school districts that reported lower 
scores in mathematics. There was little or nothing positive that could 
be stated regarding the 1977 Paterson, New Jersey, School District. 
New Jersey school reform legislation. The significant and almost 
solitary efforts for reform in Paterson in 1977 was the implementation 
of "Thorough and Efficient Legislation" (T & E) enacted by the State 
of New Jersey. It mandated the replanning of the entire educational 
program utilizing administrators, teachers, parents, and community 
according to standards established at the state level. If successful, 
T & E Legislation would result in operational changes within the 
Paterson School System. In January, 1982, it can be documented that 
the goals of T & E had not been a total success, but had brought about 
some outstanding changes, due to the researcher's political use of the 
mandates. 
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Paterson politics. The newly appointed black superintendent was very 
much aware of the political relationship between the mayor and his 
board of education. That relationship caused the community and the 
school system to lose faith in the Paterson Board of Education; although 
there were no losses or changes in board membership or power. The old 
rule, that policy makers must maintain the trust of their constituents, 
did not hold true because there was a lack of elected accountability, 
as evidenced by the 1978 Paterson School Survey (See Appendix A). 
Despite its final decision making authority, the board of education 
was viewed by its employees and community as being noneffective. The 
mayor's hand-picked president was perceived as more interested in main¬ 
taining a low tax rate than improving the educational system.1 
Eastside High School. Finally, in order to measure the full extent of 
the educational environment of the city in 1976, it was necessary to 
observe the conditions of one of the schools in the system. Most 
observers agreed that Eastside High School exemplified the abysmal state 
of education in Paterson, New Jersey. 
Eastside High School had approximately 3,000 students housed in a 
building designed to accommodate 2,400. Of the 1,000 freshmen that 
started the 1976/1977 school year, only half reached their senior year. 
For those who managed to stay, the educational picture was very depress¬ 
ing. More than 70 percent of the high school's tenth graders scored 
1 Donald Rossner, "How to Kill a Good School System," New Jersey 
Education Association Review, (February, 1978), p. 12. 
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below the state minimum requirements in reading. When violence in the 
corridors became front page news, the black principal identified subtle 
racial tension and politics as the major concerns and reasons for poor 
school climate. 
After newspaper articles "exposed" the violence and use of drugs 
in Eastside High School, the researcher appointed a team of administra¬ 
tors to investigate the situation. The strongest report presented to 
the new superintendent came from an assistant superintendent, a long¬ 
time Paterson administrator and former Eastside educator. This assis¬ 
tant was uncharacteristically progressive and direct in this memorandum 
to the superintendent. He wrote: 
The building is in shambles; lights, walls, glass or lexas, 
railings, shades, plumbing (toilets), doors, display cases 
and enclosures for fire hoses are in disrepair or disarray. 
. . . Stairwells, particularly in the new wing, were 
unusually dirty. I found feces and urine at the top of one 
of them. Corridor floors were fairly clean, not nearly as 
littered as during my earlier visits. There is nothing 
really tidy about the building, whether it be corridors, 
offices or stairwells. The building seems dreary and cer¬ 
tainly uninteresting. 
More importantly, he commented on the instruction at Eastside High 
School: 
Some of it is very good, particularly science. On the other 
hand, instruction is too secondary; there is a bad need for 
much more activity on the student's part, a need for more 
vibrancy, more excitement. I saw too much of the question 
and answer procedure of forty years ago. I sense that with 
too many teachers in traditional instructional areas 
(history, English, mathematics, etc.), the attitude may 
well be, "I teach five or six classes. If the students get 
it, fine; if they don't, too bad." The greatest interest 
could be witnessed in the Home Economics, Industrial Arts, 
Science Laboratories, Music, Physical Education and Typing 
classes where students are actively engaged. 
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Jhe nature of change. The goal of any educational change process is to 
change the behaviors of a system by altering the behaviors of the people 
in the system. More specifically, the change process described in this 
study was designed to analyze/utilize the researcher's ability to impact 
upon five identified school-related problems, thus making Paterson, New 
Jersey, Public School System more effective. 
The need for such change was quite evident, but there was little 
research available on how change actually occurs in school systems as 
viewed from a political perspective. 
Seymour B. Sarason concluded that, "We simply do not have adequate 
descriptive data on ways in which change is conceived, formulated and 
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executed within a school system." 
When the researcher took it upon himself to become the key change 
agent for the Paterson School System, he observed a unique response 
from the traditional decision makers and politicians. It was unique 
because the change agent had different values, ambitions and opinions 
than the ones the decision makers and politicians were espousing. If 
the aim of the change agent was to achieve better schools through his 
leadership style, then he had to recognize that the means and ends of 
the process may not be in the best interest of some of the constituents 
involved. Thus was the nature and conflict of change sought in 
Paterson in December of 1977. The researcher had made a pledge to "turn 
the district upside down" and he had sought and employed change agents 
^Seymour B. Sarason, The Culture of the School and the Problem of 
Change (Boston: Allyn and Bacon, 1971), p. 3. 
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to implement that pledge.3 
The major purpose of this segment of the study is to present the 
problems within the Paterson, New Jersey, Public School System, to 
examine their roots—roots which the researcher in the role of change 
agent would attempt to eradicate or alleviate. If he expected to be 
successful, he would have to tackle the identified school-related prob¬ 
lems confronting black superintendents immediately to insure quality 
education for all of the students of Paterson. 
Another section of this chapter is devoted to describing the 
actions of the researcher in confronting the following school-related 
problems: accountability, instructional program relevance, student use 
of drugs, student discipline and parental/community involvement. We 
now turn to a discussion on the researcher's leadership style. 
Leadership Style 
The principal change agent in the Paterson schools was the 
superintendent. For that reason, it is useful to examine the biographi¬ 
cal data of the change agent to achieve some sense of the style and 
modus operandi that provided the political texture of the change process. 
The key to the superintendent's success as a change agent was dependent 
upon his ability to seize political power within the context of schools 
and gain the trust of the groups involved. In the past, his charisma 
had allowed him to expand his personal power to the community at-large; 
3fhe Paterson News, 8 December 1978. 
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but once appointed to the position, the superintendent knew he needed 
much more than just charisma to keep his promise of "turning the dis¬ 
trict upside down." 
In order for the superintendent's style of change to operate 
effectively there had to be some level of acceptance, trust, and invest¬ 
ment by all groups involved. This trust was granted by the Paterson 
Board of Education due to the superintendent's record of success in 
Paterson prior to his superintendency. He was the first black superin¬ 
tendent of schools in the history of the city of Paterson and he was 
also the first black assistant superintendent. He grew up in Paterson, 
played football and later coached football at old Central High School, 
now Kennedy High School. He managed a gas station while living on River 
Street in the heart of the original black neighborhood. 
The researcher received his Bachelor's and Master's degree in 
Education from William Paterson College. He was a teacher, vice princi¬ 
pal and principal of the elementary school he attended as a child. Prior 
to coming "downtown," he had served the district in many other capacities 
including the longest tenure as city pool director, reporting directly 
to the only two long-term mayors of Paterson in the last quarter century. 
Shortly after his appointment, the superintendent was accepted as a 
doctoral candidate in the School of Education at the University of 
Massachusetts in 1977, where he worked to improve his leadership skills 
in order to combat the Paterson Board of Education's political forces 
and establish the Paterson School System as an urban model for the state 
of New Jersey. 
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School-related problems. The researcher examined a previous study to 
determine those variables that described the role expectations of black 
school superintendents and the relative importance that superintendents 
placed on these school-related problems. 
This study^ was delimited to public school systems that had blacks 
in key administrative positions (1975-76); 160 public school systems 
filling one or more of their administrative positions with black per¬ 
sonnel . 
The black school superintendents ranked and listed immediate and 
future importance to the following school-related problems: 
1. Students use of drugs 
2. Student discipline 
3. School desegregation 
4. Community relations 
5. Building and facilities 
6. Accountability 
7. Instructional program relevance 
8. Class size 
9. School finance and support 
10. Relations with the Board of Education 
11. Professional negotiations 
^Gladys Johnson, Carol Yeakey, and Robert Holden, An Analysis 
of the External Variables Affecting the Role of theB1ack School 
Superintendent," Educational Research Quarterly 4, 1 (Spring 1979), 
p. 15. 
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The major variables in the above-mentioned study were: 
1. Age of the superintendent 
2. Length of experience as a school superintendent 
3. Years in the present position 
4. Size of school district5 
In this section of Chapter IV, we turn to examples of the black 
superintendent's leadership style as a function of the dynamic nature 
of his environment in improving the school-related problems to further 
define the concept of black educational leadership. The obstacles 
encountered during reform will also be discussed. 
In order to be effective, today's urban superintendent must possess 
an extraordinary combination of political, managerial, communicative, 
and interpersonal skills and must have the power to influence municipal 
decisions and actions that affect the schools. Although the newly- 
appointed superintendent of schools was in what amounted to a "no-win" 
situation, he had to be the one to see that the cycle of poor education 
ever present in the Paterson schools was destroyed. As long as his 
fellow educators continued to excuse their failures on the basis that 
"those" children cannot learn, then most of the youth in Paterson 
society were doomed. The effects of hopelessness in this urban center 
had left the students unprepared to assume their God-given right to 
move out of that cycle to poverty. 
Leadership style. Two central questions that the researcher examined 
in this section were: What is the leadership style of the black 
51 bid., p. 15. 
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superintendent in the Paterson Public Schools? Which activities and 
beliefs should be focused on when assessing the black superintendent's 
style? Before examining his style, the researcher reduced leadership 
style to its simplest terms, as "the way a leader leads." The activi¬ 
ties and beliefs of his style are: the uses of power and authority, 
how he arrives at decisions, and his general reaction with principals, 
teachers and others. 
The importance of studying and understanding leadership style is 
presented by Paul Hersey and Kenneth Blanchard: 
Knowledge about motivation and leader behavior will con¬ 
tinue to be of great concern to practitioners of manage¬ 
ment for several reasons. It can help improve the effec¬ 
tive utilization of human resources; it can help in pre¬ 
venting resistance to change, restriction of output and 
labor disputes, and often it can lead to a more profitable 
organization.6 
There are two extremes in classifying leadership style. One style 
may let the staff make most of the decisions about how the district is 
run; the other, the superintendent makes all decisions. 
Robert Tannenbaum and Warren Schmidt proposed leadership style as 
a continuum stretching from "subordinate-centered" to "boss-centered." 
Tannenbaum and Schmidt stress the necessity of more boss-centered lea¬ 
dership but encourage more subordinate-centered behavior.^ 
6Paul Hersey and Kenneth Blanchard, Management of Organizational 
Behavior: Utilizing Human Resources (Englewood Cliffs, New Jersey: 
Prentice-Hal1 , 1969), p. 4. 
^Robert Tannenbaum and Warren H. Schmidt, "How to Choose a 
Leadership Pattern," in Organizational Behavior and the Practice of 
Management, ed. David R. Hampton, Charles E. Summer and Ross A. Webber 
(Glenview, Illinois: Scott, Foresman and Company, 1968), pp. 501-509. 
56 
Douglas McGregor, who developed the famous concept of Theory X 
and Theory Y, believed each person holds one or two opposing theories 
of human behavior. McGregor classified leaders as either Theory X or 
Theory Y. Theory X holds that people are basically lazy, need to be 
prodded into action. Theory Y leaders cast as modern, enlightened, 
humanitarian and compassionate leaders who succeed in motivating peo¬ 
ple.® 
One critic of McGregor's theories maintains that too much partici¬ 
pative management could impede accomplishment of organizational goals. 
Philip DeTurk, when resigning as president of Antioch College, con- 
cluded: 
I thought that maybe I could operate so that everyone would 
like me, that "good human relations" would eliminate all 
discord and disagreement. I couldn't have been more wrong. 
It took a couple of years, but I finally began to realize 
that a leader cannot avoid the exercise of authority anymore 
than he could avoid responsibility for what happens to his 
organization.9 
When a leader adopts the Theory Y approach, it may cause decision 
making to be slighted and the leader and organization may be threatened 
Close scrutiny of Theory Y offers little balance to a leader. 
Thomas Bonoma and Dennis Slevin used the terms "autocrat" and 
"consultative manager" in describing two types of leaders. The authors 
identify four leadership styles based on where the authority for 
8Douglas McGregor, The Human Side of Enterprise (New York: McGraw 
Hill, 1960), pp. 33-57. ' 
9Philip H. DeTurk, "Survival in the Principal ship," National. 
Elementary Principal 56, 2 (November/December, 1976), pp. 33-37. 
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decision-making is placed and where information about the decision 
comes from.1^ 
In discussing the number of ways of looking at leadership styles, 
whether we emphasize the task of human relations or the importance of 
initiating structure, it is hard to balance work concerns and people 
concerns. Andrew Hal pin examined the ways of doing things, channels 
of communication, or organizational patterns.11 Fred Fiedler identified 
four possible combinations of orientation: human relations orientation 
alone, task orientation alone, both of these orientations together, 
and neither one.12 
To summarize several ways of looking at leadership style, some 
theories are overlapping, conflicting, stressful to use in most situa¬ 
tions. The black administrator must make a decision to use a theory or 
theories that best fit his experiences, situations, personalities and, 
not least, intuitive perception of himself and others. 
The perplexity over which leadership style is most effective 
remains unsolvable but also the wrong question to query. Researchers 
agree that there is no ideal approach to leadership that fits all 
10Thomas V. Bonoma and Dennis P. Slevin, Executive Survival Manual^ 
A Program for Managerial Effectiveness (Boston and Belmont, California: 
CBI Publishing Company and Wadsworth Publishing Company, 1978), p. 15. 
11 Andrew W. Hal pin, "How Leaders Behave," Organizations and Human 
Behavior: Focus on Schools, ed. Fred D. Carver and Thomas J. 
Sergiovanni (New York: McGraw-Hill Book Company, 1969), pp. 287-315. 
12Fred E. Fiedler, A Theory of Leadership Effectiveness (New York: 
McGraw-Hill Book Company, 1967), pp. 19-23. 
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situations; rather what leadership style fits the particular situation 
that confronts the leader. 
William Reddin identified five important components of the work 
situation: organizational philosophy, technology (or how the work is 
done), the subordinates, the superior, and co-workers. In addition. 
Smith identified four possible styles that were combinations of task- 
oriented behavior and relationship-oriented behavior.14 (See 
Figure 1.) 
The black superintendent's leadership style is not easy to identify. 
In the article written by Fiedler, he cited two studies on how most 
leaders are perceived by others. Fiedler sees leaders as either task- 
motivated or relationship-motivated but not both.15 
Sergiovanni and Elliott developed a questionnaire for leaders to 
identify their styles. They suggested that leaders might find it help¬ 
ful to have their co-workers or subordinates describe the leaders on 
1 fi 
the same questionnaire. 
13Halpin, "How Leaders Behave," Organizations and Human Behavior: 
Focus on Schools. 
14Stuart C. Smith, et al., School Leadership Handbook for Survival, 
ERIC Clearing House on Educational Management, University of Oregon, 
Eugene, Oregon, 1981, p. 67. 
15Fred E. Fiedler, "Responses to Sergiovanni," Educational 
Leadership 36, 6 (March 1979): 394-396. 
15Thomas J. Sergiovanni and David L. Elliott, Educational and 
Organizational Leadership in Elementary Schools (Englewood Cliffs, 
New Jersey: Prentice-Hall, 1975), pp. 98-104. 
Developer Executive 
Bureaucrat Benevolent 
autocrat 
Missionary Compromiser 
Deserter Autocrat 
Figure 1. Effective and ineffective manifestations 
ofthe four possible leadership styles according to 
Reddin 
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Thomas Bonoma and Dennis Slevin17 display their leadership models 
on a grid to help leaders diagnose their styles. (See Figure 2.) A 
daily diary should be maintained by the leaders of decision-making 
activities and each decision should be placed on the grid. 
Some leadership theories do not permit flexibility in the style of 
leaders. The greatest style flexibility was developed by Gates, 
Blanchard and Hersey. Their theory held that "successful leaders can 
adapt their leadership behavior to meet the needs of the group." The 
four possible combinations of task-oriented and relationship-oriented 
behavior are: 
• task-oriented behavior, 
t relationship-oriented behavior, 
• task-oriented and relationship-oriented behavior com¬ 
bined, 
1 8 
• neither task-oriented nor relationship-oriented. 
In conclusion, the researcher has presented important aspects of 
well-known leadership theories. Stuart C. Smith, Jo Ann Mazzarella and 
Philip K. Piele, editors of a recent study on School Leadership: 
Handbook for Survival, stated succinctly: 
None of the theories of leadership style discussed so far 
has much value to leaders unless it can be used to improve 
leader performance. Whether styles can or should vary to 
^7Bonoma and Slevin, Executive Survival Manual: A Program for 
Managerial Effectiveness. 
18Philip E. Gates, Kenneth H. Blanchard, and Paul Hersey, 
"Diagnosing Educational Leadership Problems: A Situational Approach, 
Educational Leadership 33, 5 (February 1976): 348-354. 
High 
Subordinate 
group's 
information 
input to 
decision 
Low 
Solely Decision authority 
group 
Solely 
leader 
Figure Bonorca-Slevin Leadership Model Grid 
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fit the situation or how one determines the important 
characteristics of the situation are questions that do not 
really matter unless the answers can be used to select or 
train better leaders or to be a better leader.'9 
The researcher reviewed the literature that was relevant to this 
study and discovered a list of eleven important school-related prob¬ 
lems, that if deal with effectively, would provide for quality educa¬ 
tion. 
In Paterson, the initial challenges facing the superintendent were 
racial problems; tight budget; mobile population; a predominantly white 
school board, which was politically oriented, and lacked an understand¬ 
ing of the black experience. All of these things combined with the 
very real constraints of his job description convinced the superin¬ 
tendent that he could not effectively impact upon all of the listed 
school-related problems. Therefore, he chose student use and abuse of 
drugs, instructional program relevance, student discipline, parental/ 
community relations, and staff/student accountability as the focus of 
efforts to improve student achievement in his district. He committed 
himself to the awesome task of making education a viable concept in 
Paterson, while not forgetting or loosing sight of the political forces 
that were acting to stifle reform attempts at all levels. It should be 
noted here that the actions taken by the superintendent in Paterson 
were heavily influenced and often inspired by the politics of the Board 
of Education and the city. 
19Stuart C. Smith, et al., School Leadership Handbook for Survival,, 
p. 75. 
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The Five School-Related Problems 
Introduction. Five school-related problems confronting the black 
superintendents are examined from three perspectives: the person, the 
structure, and the skills needed to address these issues. In this 
section, the superintendent focused upon his knowledge of the problems 
as they effected his district. 
Next, the organizational structure was best explained with a series 
of queries. How were decisions made in the Paterson School District 
and who made them? What groups met together to discuss problems and 
organize strategies for change? How were the actions of different per¬ 
sons in the district organized and coordinated? What were the underly¬ 
ing norms that dictated appropriate behavior for individuals in the 
organization? 
Lastly, the skills are the mastery of numerous "nuts and bolts" 
kinds of leadership and administrative skills. Each school-related prob¬ 
lem effecting the black superintendent in the Paterson School District 
was examined in this context. 
Instructional program relevance. Of the five school-related problems 
ranked by black superintendents, the superintendent in Paterson ranked 
instructional program relevance first as an immediate problem in his 
district. 
Knowledge of the problem. The Paterson goals and objectives were 
officially approved during the June, 1976, school board meeting. They 
saw this action as their commitment to provide quality education for all 
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of its students. During the meeting, the Paterson School District also 
accepted the responsibility for the development of a five-year plan 
which would provide every pupil in the system with the necessary skills 
to stand confidently, participate fully, learn continually and con¬ 
tribute meaningfully to the world. The educational plan, including a 
timetable for implementation, was to be developed in five-year cycles 
and would incorporate the goals into the short- and long-range plans 
for the school district. 
The superintendent had observed with little success the many inno¬ 
vative plans to improve education of the past; therefore, in 1977 he 
was curious as to whether the goals and objectives adopted by the board 
had been communicated effectively and if they were understood by every 
level of the educational community. For more than a year now, the 
energies of his office had been directed at making the educational 
process more and more efficient. His question was whether or not 
effectiveness had been sacrificed. 
Beginning with the new school year in 1978, the superintendent 
adopted five standards by which he would determine the extent to which 
the school system possessed quality control over its programs, person¬ 
nel and budget. They were: 
1. The district was able to demonstrate that it was in 
control of its resources. 
2. The district had developed a set of measurable and 
valid pupil outcomes. 
3. The school district possessed evidence of how its 
program had been developed, implemented and performed 
over a specific period of time. 
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4. The district had demonstrated how pupil assessment 
results from district designed programs had been 
used to terminate ineffective practices or programs. 
5. The district was able to maintain or improve system 
productivity with the same or fewer resources. 
The superintendent planned to use the above standards to compare, 
verify and comment on the district's existing educational practices. 
The standards had been extrapolated from an extensive review of manage¬ 
ment principles and practices, as well as related educational research. 
They were not some utopian ideals but application of working charac¬ 
teristics that any large, complex human organization must employ to be 
responsive to its clients for action. 
A school district that is using its resources to the greatest 
benefit of its students is one that is able to establish clear objec¬ 
tives, examine alternatives, measure the results as they develop against 
its objectives, and adjust its efforts so that it achieves a greater 
number of its stated objectives. If the Paterson School District could 
meet the above standards, then it would be capable of changing its direc¬ 
tion to take correction action when the district found itself drifting 
away from its objectives. 
The organizational structure. No one program, innovation, testing 
series, parent council network, or new building could solve the educa¬ 
tional problems of Paterson in 1978. The superintendent called upon 
the entire school community to become collaborators in a great project 
to provide ongoing curriculum development and revision. He stated that, 
"Hard work on many fronts at once and some consensus on a vision of what 
the district should be doing and how the district should be doing it 
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would give the students of Paterson an even chance for success." 
There was strong agreement among local educational circles that the 
Paterson students could not master the "minimum basic skills." From all 
evidence presented to the superintendent, that was an unfair assessment. 
He felt the teachers' expectations for Paterson students were a strong 
determinant of students' academic success. It was unfair for decision 
makers to harbor only modest or minimum expectations for their children. 
They were guilty of drawing a small and destructive perimeter to mark 
out the boundaries of success within which the students would live out 
their lives. Accordingly, it was the desire of the superintendent to 
examine some of the factors that would result in improved pupil per¬ 
formance. He felt many such factors were within the command of his 
district and could be adjusted to effect improved pupil learning. 
The superintendent met with his cabinet members and requested 
answers to the following questions: 
1. Was the board of education actually in control of the 
educational program as prescribed by law and code? 
2. Were the learning objectives adequate to guide the 
allocation of school resources? 
3. Were the existing programs the best possible responses 
to the stated or assumed educational requirements? 
4. What methods were being used to assess the students 
performance? 
5. Were the existing programs working satisfactorily? 
6. What methods were used to correct weaknesses in 
instruction and learning? 
7. In what ways could the district become more account¬ 
able to the public? 
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Skills,- As a result of his cabinet meeting, the superintendent 
began his quest to provide specific program improvements which would 
lead to more effective and efficient educational results for all stu¬ 
dents . 
The first step was to initiate a district-wide educational support 
team which would provide the central office with a system of checks and 
balances. Another purpose of the support team was to allow the dis¬ 
trict to provide concentrated reinforcement services to the teachers 
during the school day. The immediate on-site assistance was geared to 
provide support to the local teachers, principals, subject supervisors, 
and/or sector superintendents. 
Following another directive of the superintendent, the district 
began to develop a series of parallel programs in 1978. Parallel pro¬ 
grams can be defined as alternative school structures, designed by 
participating teachers, within existing school buildings, which would 
better match individual teaching and learning styles in the Paterson 
schools. It was the superintendent's hope that the parallel programs 
would cover a wide range of student and teacher interests so that 
parents, students and teachers enjoy significant choices among instruc¬ 
tive and learning styles. 
Another innovative mechanism for curriculum change was the forma¬ 
tion of the Internal Change Agent Team commonly referred to as ICAT. 
Since its development in 1978, ICAT, with close monitoring by the 
superintendent, has embarked upon a district program to achieve the 
following: 
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1. The development of a positive self concept for 
Paterson students. 
2. Improvement in students' ability to read, write, 
and communicate effectively. 
3. Increased staff development in educational plan¬ 
ning. 
4. Establish parental involvement as a functioning 
reality. 
Although most of the members of ICAT are no longer together as a 
unit, they were responsible for many innovations being introduced in 
the district. A partial listing includes: 
1. Expansion of Parallel Programs. 
2. Development of a comprehensive high school program. 
3. Development of a guidance program for ninth grade 
students. 
4. Developed the guidelines for the district all-day 
kindergartens. 
5. Developed a community awareness program. 
6. Development of a student positive self concept 
strategy booklet. 
7. Established a bilingual/bicultural component to 
the Parallel Programs. 
8. Developed a dropout prevention center. 
9. Planned, developed and implemented a teacher 
resource center. 
The superintendent's curriculum committee has been addressing the 
following items: 
1. A standard, promotional policy district-wide. 
2. A district-wide grading system. 
3. A multi-lingual report card. 
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4. Continuation of inservice workshops for all staff 
involved in Paterson's gifted and talented pro¬ 
gram. This program is expected to be expanded in 
the near future. 
The superintendent set a goal for the district that had far- 
reaching effects upon the instructional program. The researcher man¬ 
dated that all curriculum guides be reviewed and updated no later than 
1983. As of this date, all curriculum guides, except social studies, 
have been revised and updated. 
Principals of those schools visited by the Education Support Team 
were required to submit quarterly evaluations for all classroom teachers 
to their sector superintendents. The evaluations were done by the 
building principal so that he or she would be able to recommend ways in 
which the teachers could improve their weaknesses. The superintendent 
stated that, "in all communications, please try to be a positive force 
for change. Include teachers growth potential, note teachers progress 
and their attitudes toward teaching." Sector superintendents then 
reported their findings to the superintendent on a quarterly basis. 
Their narrative progress reports included evaluation of the students' 
educational growth. 
The results of the 1981 Minimum Basic Skills Test scores showed 
that third, sixth, ninth and eleventh graders scored higher than antici¬ 
pated. Results of the Spring 1981 California Achievement Tests in 
reading and mathematics indicate that elementary school students in the 
Paterson School District were performing closer to the national norm 
than any of their peers during the past decade. 
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Historically, the mean scores of Paterson students have been close 
to the national norm in the primary grades and progressively farther 
from the norm in the middle and upper grades. During the period from 
1972 through 1976, mean scores decreased and continued to move further 
below the national norm. Middle- and upper-grade scores continued to 
grow proportionately farther from the national norm. 
During the period from 1976 to 1983, this trend had been reversed. 
Mean grade equivalents have increased significantly and the difference 
between the district means and the national norms have also decreased. 
The most significant gains have been made in the middle and upper 
grades. The above information indicates that significant progress has 
been made in the abilities of Paterson students from the period of 
1976 through 1983. However, much is left to be done. Future efforts 
will concentrate on improving the skills of students functioning in the 
bottom quartile. 
To meet the demands being placed on the schools, education must 
change to reflect the ever-changing world. Changes in what is being 
taught are as important as how it is being taught. Care must be taken 
in setting minimum standards for students, as minima can too easily 
become maxima. While it is evident that education must focus on a 
variety of objectives, certain specific directions the future curricu¬ 
lum must take are clear. Computers, for example, will be central to 
society and computer literacy will be a basic skill. The nations of 
the world will become increasingly interdependent, forcing educators to 
build a good foundation in global education. At the same time, ethnic 
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identity interests are increasing among the various national groups 
comprising our population, and will need to be addressed in the school 
curriculum. 
So that the Paterson schools will not lag behind societal needs, 
they will have to engage in planning that will anticipate the future 
needs of students as well as reacting to their current needs. Variety 
and alternatives will need to be developed continuously, for no base 
curriculum will be able to meet all these needs. The Paterson curricu¬ 
lum must be determined by educators and the community to meet local 
needs as well as to meet national and world needs. Alternative pro¬ 
grams should be developed within the schools as well as outside the 
schools. Programs should be available at various times, in various 
locations, and should take advantage of cable television and other 
technologies. Differentiated delivery systems also need to be 
established. Given different populations, different content areas and 
new modes of instruction, the school cannot exist isolated from the 
rest of the community. 
With the demands that society will be placing on the school cur¬ 
riculum, it is of the utmost importance that rigorous standards be con¬ 
tinued in Paterson. Every new concept incorporated into the curriculum 
should undergo a research and development process so that the validity 
of the concepts and their results can be established. Further, student 
reactions will need to be measured and evaluated in order to verify the 
impact the new curriculum will have on our student population. The 
underlying basis for this is a strong research and development component 
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emphasizing product development, field testing and outcome evalua¬ 
tion. 
Accountability. Of the five school-related problems ranked by black 
superintendents, the Paterson superintendent ranked accountability 
second as an immediate problem in his district. 
Knowledge of the problem. In 1977 when the crisis in Paterson 
schools became apparent and no one solution emerged, the superintendent 
began to seek support to alleviate dissent and foster reform. His goal 
was to initiate change from the top down through experimental examples 
of new directions that would be disseminated throughout the system by 
inservice training, workshops and internal change agents to stimulate 
curricula, structural and attitudinal reforms. 
Earlier that year, the Mayor of Paterson called for the resigna¬ 
tion of members of the board of education as a first step required in 
a reorganization plan designed to bring about a new sense of purpose 
and direction to the Paterson School System. He was aware of the school 
system's failure to meet the real needs of the city's students and 
parents. Therefore, he called for bold leadership and visible, meaning¬ 
ful support for the new superintendent. 
At that point it would have been easy for the superintendent to get 
all embroiled in politics and forget that the real mission was the stu¬ 
dents in the classrooms. It would have been easy to meet with the 
press, with various boards, with concerned groups, go out in the com¬ 
munity and be a sort of missionary and never have any impact on the 
children. The community and the parents might have even accepted that. 
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but the bottom line was how were the students progressing? Ultimately, 
the success of bringing about an effective school system was dependent 
upon the researcher's ability to develop a working relationship between 
himself and his administrative officers. He took the rather grim ver¬ 
dict of the 1976-77 test results as a catalyst for his efforts. It was 
his understanding of these signs of the times that explained and justi¬ 
fied what he was determined to set about accomplishing in Paterson. 
The 1977 test results indeed painted a discouraging picture, but the 
roots of the system's ills were complex, twisted, snarled and ran 
deeply into the very soil of our society. 
The organizational structure. Control of the Paterson Public 
School System is vested in a nine-member board, three of whom are 
appointed annually by the Mayor. As in all New Jersey Chapter VI 
School Districts in which boards are appointed rather than elected, 
Paterson's local tax funds are voted to the board of education by the 
Board of School Estimates whose membership of five is comprised of the 
Mayor, two city council members, and two commissioners of the Paterson 
Board of Education (usually the president and vice president). 
The public schools operate under a structural pattern called dual 
control. This means that the superintendent of schools is the adminis¬ 
trative head of all instructional personnel, and is responsible for cur¬ 
riculum and instruction. The other administrative head is in charge of 
contracts; supplies; and equipment, building and grounds; and most non¬ 
professional staff, including bookkeepers, school and departmental 
secretaries, custodians, and maintenance personnel and security. 
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The Paterson Public Schools comprise a network of 32 school 
buildings of which 10 are primary schools, 20 are elementary schools 
and 2 are large high schools. One of the elementary schools for handi¬ 
capped students has just been completed. The elementary children and 
our high school students of over 25,000 are taught by 1,000 
professionals, 32 principals, and 29 vice principals, 10 supervisors, 
4 deans, 4 assistant superintendents, 1 administrative assistant, 6 
coordinators and 41 nurses. The professional teaching staff includes 
librarians, department heads, speech therapists, social workers, psy¬ 
chologists, special education teachers, supplemental instructors, media 
specialists. Title I and compensatory education teachers, and mathema¬ 
tics and reading resource teachers. Our 25,543 students are enrolled 
in 751 regular classrooms, plus kindergarten and 225 classrooms in 
the high schools. 
The above data is presented not to bore the reader with statistics, 
rather to give the reader a keener insight into the enormity of the 
school organization. It will also help explain the problems of the 
Paterson School District and deeper appreciation of the accomplishments 
of the superintendent. 
It was not surprising to the superintendent to find how few people 
in Paterson, including city officials and school personnel, fail to 
recognize the vastness of the educational enterprise called the 
Paterson Public School System. There was little wonder taxpayers and 
citizens were bewildered and found it difficult to understand the diffi¬ 
culties inherent in the conduct of the third largest school district in 
the state of New Jersey. 
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Paterson school problems reached far beyond the classroom and into 
the areas of housing, municipal agencies, city finances, traffic and 
transportation, park and recreation, people and jobs, welfare, unemploy¬ 
ment, political patronage. However, an in-depth study of these areas, 
important and interrelated as they are to education, will be left to the 
judgement of those with more expertise than the researcher. 
Ski 11s. The crucial issues facing the newly-appointed superinten¬ 
dent in 1976 could have been debated for days but, ultimately, the num¬ 
ber one priority he set for himself was to improve student achievement 
in the district. If he were to cope with and overcome at least par¬ 
tially the difficulties confronting the Paterson School District, it 
was highly probable that it would be done under leadership of the 
superintendent who had a thorough understanding of the students and 
their culture. 
In order to bring about a more effective system of accountability, 
the superintendent was committed to destroying the myth of "downtown." 
He pledged to examine the administrative structure of the district with 
the intention of improving supervision and coordination at all levels. 
In accordance with that pledge, he began to construct a detailed pro¬ 
posal for administrative changes. At a minimum, a sensible administra¬ 
tive reorganization should: 
1. Decrease the distance between the community and 
decision-makers; 
2. Clearly define duties and responsibilities of 
staff; and 
3. Improve lines of communication between decision¬ 
makers and those who must implement those decisions. 
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To accomplish this, the superintendent recommended a significant 
reorganization of the administrative functions in the district. The 
salient features of the restructuring were: a geographical division of 
the school district into several areas to be administered by assistant 
superintendents; a decrease in the number of persons reporting to any 
given superior or supervisory officer; a clear separation between line 
and staff functions which clarifies areas of authority and advisory 
responsibility; new job descriptions reflecting the new needs and 
priorities of the district, particularly providing for increased access 
for the community; and finally, an efficient and comprehensive system 
of evaluation of administrative performance. 
Another myth that he addressed was community/parental involvement. 
It was not enough for the educators to pontificate about community/ 
parental involvement in the schools, look to the homes for the solu¬ 
tion to the system's shortcomings, and ultimately castigate parents 
for not caring about their children when they were not willing to create 
a structure where parents and community had direct access to the 
schools and administrators were not held accountable for their per¬ 
formance. 
The superintendent made the following recommendations to the 
Paterson Board of Education and the educators of Paterson: 
1. All administrators were to maintain a high level of 
visibility in the hallways and classrooms, which 
would give the teachers and students a sense that the 
administrators did care about them. Their presence 
and support would encourage the teachers to perform 
better. 
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2. An improved system in the areas of reading, language 
arts, and mathematics should be implemented imme¬ 
diately and better use of test scores should be 
incorporated into the new system. 
3. Improve staff awareness in order that their atti¬ 
tude will affect students' self-image. 
4. A list of principals and vice principals were recom¬ 
mended for transfer. 
In conclusion, what seemed the hardest for Paterson educators to 
see were the possibilities for change and improvement that were present 
in their school system. It was far easier to join with the critics in 
seeing the problems. Some teachers were instilling ideas and a love of 
learning in many classrooms and some schools were educating our stu¬ 
dents better than the state averages indicated. 
Paterson schools throughout its history has held out hope of a 
better life. That hope, a belief in the possibilities for a useful and 
satisfying life, is essential of all students. Too often, the Paterson 
schools had denied options and hopes for the community. Change was not 
easy or painless, but it was possible. The changes began with appoint¬ 
ment of a black superintendent and his understanding of where Paterson 
education was and where it should be. After examining some myths which 
had misguided various efforts for change, the superintendent believed 
the situation was not hopeless. 
In 1977, the superintendent felt a number of persistent and 
seductive myths had led the district down false paths and had obscured 
real solutions. He discovered the simple fact that the Paterson 
schools could work, teachers could teach, poor and minority children 
could learn, young people from Paterson could succeed because these 
78 
things are happening today in Paterson, New Jersey. The superinten¬ 
dent s leadership style was the key to educational reform and it is the 
belief of this researcher that hope can be structured into the Paterson 
school system. 
Student discipline. Of the five school-related problems affecting the 
role of the black superintendents, the researcher ranked discipline 
third as an immediate problem in his district. 
Knowledge of the problem. Discipline continued to be a growing 
problem in Paterson during the 1977-78 school year. In fact, it had 
become a major concern of both educators and non-educators. Many 
attributed this problem to the increased emphasis on student rights and 
the legal implications that restricted suspensions, expulsions and 
corporal punishment. 
In May, 1978, the Bergen Record, a local newspaper, "discovered" 
the takeover of Eastside High School with the blessing of the Paterson 
Board of Education and the Mayor, by the Passaic County Prosecutor's 
Office. It was decided that Eastside was seen as a "haven for drugs 
and violence." Therefore, the superintendent reviewed the activities 
surrounding this takeover as a source of where all the elements con¬ 
cerned with the improvement of Paterson education could be observed 
and treated. 
The examination of discipline at Eastside High School was repre¬ 
sentative of the entire discipline picture in the Paterson School 
District. The superintendent knew that good schools exhibited certain 
characteristics. One of the most important of these is good discipline. 
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His immediate goal became one of making Eastside safe, orderly and 
humane. 
For most students, Paterson school was the kind of experience it 
was supposed to be, but for many of the students of Eastside High School, 
the superintendent found that something in the process had gone awry: 
both learning and personal growth had been wasted away on a tide of 
frustration, anger and bad feeling so intense that it often followed 
them into adult life. 
Many stated that the Paterson students were filled with hate and 
anger, and lacked good discipline. It was as the superintendent 
believed, frustration derived from the following multiple factors: 
1. Lack of control of their environment, i.e., students 
victimized by poor, apathetic teachers. 
2. Shame of environment. The classroom is an extension 
of your being and presence. If it is filthy and 
unattractive, you feel filthy. 
3. The curriculum which was limited in scope was pre¬ 
sented in such a boring manner students were not 
motivated to pay attention. 
4. Lack of support for extracurricular activities 
deprived many students the arena to "find them¬ 
selves ." 
5. Teachers and board members were insensitive to the 
students' cultural and educational needs. 
6. Administrative leadership was seen as being too self- 
centered and allowed staff members to retreat to the 
security and isolation of their classrooms. They 
were unwilling to become part of the solution to stu¬ 
dent needs. 
7. Poverty in all its forms took its toil. 
8 Inadequate human resources which could deal promptly 
and creatively with student and teacher problems 
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were not provided by the power-brokers. Therefore, 
no relief was offered to staff who were experiencing 
stress and exhaustion. 
9. Drugs and alcohol which were readily available in 
the community were brought into the school and mis¬ 
used there by students and staff. 
10. Inadequate financial support for the school resulted 
in a school staffed by teachers of chronically low 
morale. 
Although the prosecutor was successful in bringing about the politi¬ 
cal removal of the principal of Eastside High School, the cause of the 
students' poor behavior basically was not addressed. The new principal 
who was considered a "nice guy" served in that position until his trans¬ 
fer to an elementary school in 1982. The board of education did accept 
the prosecutor's recommendation and increased the number of security 
guards, but even with a new principal the educational community did not 
support the students of Eastside High School. 
It is important to understand that no act of disruption occurs in 
a vacuum and in most cases the adults of the school and community con¬ 
tributed to the disruptions which took place in the school setting. The 
school and community had to become less alien to the students and more 
responsive to their needs. Discipline had to become a cooperative ven¬ 
ture in order to stem the tide of student behavior. 
Organizational structure. Cooperative discipline procedures can be 
effective when they are firm, fair, and offer the misbehaving student a 
personal option. Each school in the Paterson School District has the 
authority to establish a review committee on discipline as recommended 
by the superintendent. The number of staff members who serve on these 
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committees is determined by the superintendent. It consists of no fewer 
than six, half of whom are appointed by the superintendent, and half 
appointed by the Paterson Education Association. 
The Discipline Code covers class cuts, tardiness, truancy, and 
defacement or destruction of property, outsiders in school, use of 
vulgar and obscene language, definance of authority, verbal assault, 
and physical assault. The enforcement of this Code is the responsibility 
of the classroom teacher and the school principal. All suspensions and 
expulsions must be approved by the Paterson Board of Education. The 
superintendent recommended that all cases of disruptive behavior be 
reported to the Department of Special Services for special assistance 
in solving the student's problems. 
In December, 1982, the superintendent informed the board of educa¬ 
tion president that the district had received notice of Eastside High 
School's accreditation. Recognizing that accreditation would not solve 
all of Eastside's problems, the superintendent chose to act boldly to 
upgrade the quality of education at the secondary level. On Friday, 
December 11, 1981, the superintendent moved his office from "downtown" 
to Eastside High School. He stated, "I will be in Eastside to determine 
if the educators and students expect and believe they are capable of 
accomplishing the high standards that I have set for the students of 
Paterson." 
Skills. With the superintendent's office housed in Eastside High 
School, cooperative discipline procedures were initiated by the superin¬ 
tendent through inservice in human relations for both teachers and 
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administrators. He emphasized the fact that teachers must be trained 
in psychological and physical changes that the students were under¬ 
going. 
During his stay at Eastside, the superintendent instituted a new 
inservice course, "Understanding and Coping with Classroom Problems," 
and sent a directive to the district on "Safety Policy for Schools." 
He was also able to determine if the educators and students were fol¬ 
lowing all policies and mandates. Once he left Eastside in dune of 
1981, he presented an in-depth report to the board of education, 
Eastside High School and the community. Prior to leaving Eastside, he 
established the Pride in Eastside Program (PIE) which he hoped would 
help redirect the anger of students so they would not continue to 
express negative behavior exemplified by graffiti, fights, broken desks 
and windows. 
The superintendent's report on Eastside was not accepted with open 
arms, but one person who read it and discussed it with the superinten¬ 
dent was Mr. Joseph Clark, then principal of Public School Number Six. 
In July of 1982, Mr. Clark was appointed principal of Eastside High 
School and what followed that appointment was nothing less than a 
miracle for Eastside High School. The teachers and students of Eastside 
were quick to emulate Mr. Clark's attitudes and beliefs concerning dis¬ 
cipline and modeled their own behavior after him. He accepted his role 
as the major determinant of school climate and this "no nonsense educa¬ 
tor set educational and social goals and continued to evaluate progress 
on a daily basis. 
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On February 15, 1982, two important people visited Eastside High 
School. They signed in at the main office, wore the visitor's badge 
and attended regular classes. The visitors were Governor Thomas E. 
Kean and the State Commissioner of Education, Dr. Saul Cooperman. The 
rules they followed were part of the outstanding changes that have 
taken place in that school. The once notoriously dangerous and filthy 
Eastside High School was no more and was not because of the large 
amounts of money that was spent in Eastside. It was all Joseph Clark 
who brought with him the rules and discipline that had worked so well 
in Public School Number Six. A priority with Clark was the desire to 
let the students know that people do care about them, and that they can 
learn and Eastside was something of which they can be proud and not 
ashamed. 
Eastside's success is simple--yet will be hard to emulate. 
It was people who turned the school around. The "lesson" 
of Eastside is that students, even the ones written off as 
seemingly hopeless, can be led and taught. All they need 
are leaders.20 
Student use and drug abuse. Of the five school-related problems 
ranked by the black superintendents, the researcher ranked student use 
and drug abuse as an immediate problem in his district. 
Knowledge of the problem. Shortly after his appointment to the 
position of Superintendent of the Paterson Public Schools in 1976, the 
superintendent reported to the board of education that drug use and 
abuse in the Paterson schools was of epidemic proportions. This problem 
20"Eastside Pride," editorial, Paterson News, 18 February 1983. 
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was not a new issue, but it was an urgent matter because of the 
harmful consequences. Paterson, New Jersey, has a severe drug and 
alcohol use and abuse problem and the schools, as part of that milieu, 
are not immuned from the problem. 
The superintendent stated then, "There is an added push to supply 
our youth with new substances to use and abuse, to provide more potent 
heroin and to increase efforts to use marijuana, alcohol and tobacco 
that has risen steadily. Younger children are being lured into experi¬ 
mentation involving illicit drugs. The high cost of crime in this area 
and the waste of human resources among juveniles is a prohibitive price 
to pay." 
The superintendent reported that statistical figures for Paterson 
Public Schools indicated over 4,000 juvenile arrests during 1980-81-- 
many for drug-related incidents. Sixty percent of the entire caseload 
for the Passaic County Probation office was made up of Paterson 
juveniles during 1980-81. 
It is important to consider the socioeconomic--employment, educa¬ 
tional, and health—factors that affect the delinquency rate in Paterson. 
The per capita income in Paterson is far lower than the rest of Passaic 
County. This, plus inadequate housing and overcrowding conditions, con¬ 
tribute to the complexity of youth problems in Paterson. 
The organizational structure. Because of these factors, the 
superintendent felt it was imperative that the Paterson Board of 
Education's Drug Staff inform students, schools, personnel, parents and 
members of the community concerning the dangers of this ever-growing 
drug use and abuse problem. 
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The black superintendent mandated the drug education staff not 
only teach about drug use and abuse but more importantly offer alterna¬ 
tives to drug use and abuse. The entire staff collected, prepared and 
disseminated information, lesson plans, and educational materials to the 
children, parents, and to all school personnel. Many of the materials 
were created by the drug staff and included coloring books, pre- and 
post-tests, workbooks, puzzles and information sheets. In order to pro¬ 
vide for all students, some materials were translated into Spanish. 
Another aspect of drug prevention was the pilot program of the 
Primary Grades Health Curriculum Project at the Martin Luther King, Jr., 
School. Other programs were brought to the school from such community 
agencies as: Damon House (drug free residential program), March of 
Dimes, Paterson Alcohol Rehabilitation Center, Brothers in Blue, American 
Cancer Society, The Lost Chords, the Board of Health, and the KEY 
Program (methadone maintenance). Resource materials were also provided 
by these agencies as well as by the SNAP Program, the Clifton Library, 
and the Main Street Drug Abuse Clinic. 
The skills. Under the leadership of the black superintendent, com¬ 
munity awareness was increased through P.T.A. workshops conducted by the 
superintendent's drug use and abuse staff which included frequent con¬ 
tact with individual parents. The superintendent designed and imple¬ 
mented a special peer counseling program on the high school level. This 
program met the needs of students who had drug-related problems. 
Four members of the superintendent's staff were assigned to the 
drug staff who were being trained in Bergenfield, New Jersey, for three 
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days. These members hopefully would make some impact on their community 
when they returned from training. The superintendent's cooperativeness 
and foresightedness in recognizing prevention as one possible solution 
to the city's drug problem led to other outstanding activities. 
In 1980 and 1981, under the leadership of the superintendent, 
family Workshop Leadership Courses dealing with the youngsters' percep¬ 
tion of the home and family as they related to drug use and to the types 
of drugs used were held. His belief was that he could make an impact by 
training teachers, parents, and adolescents to communicate with each 
other and thus help alleviate problems within the home, family and 
schools. 
In conclusion, since the superintendent recognized a need to stop 
drug use and abuse, a strong commitment was made to further staff this 
department. In the Fall of 1982, the job slots were filled to include 
two resource teachers and an ombudsman, who have worked to service the 
needs of the students, teachers, and parents throughout the city schools 
and the community. The black superintendent's goal was to have students 
make wise decisions about drug use, hopefully to say "no". Most impor¬ 
tantly, stress was placed upon value and dignity of each student as an 
individual. 
Community relations. Of the five school-related problems ranked by the 
black superintendents, the superintendent ranked community relations 
fifth as an immediate problem in his district. 
Knowledge of the problem. The black superintendent realized that 
he was responsible for creating an atmosphere which enhanced parental 
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involvement, and, therefore, he continually tried to keep the community 
informed about what was going on in the district. It was his goal to 
make the educational community aware of complex sociological and educa¬ 
tional issues. The superintendent felt it was far more productive to 
keep the public informed, accept community input, and avoid the miscon¬ 
ception and accusations which might arise from a concerned but ill- 
informed community. 
The superintendent's many years in administration had taught him 
that promoting good school-community relations involved more than pro¬ 
ducing and distributing a newsletter. Initiating a successful community 
relations program must be done with the same degree of researching, 
planning, training, implementation, and evaluation as that utilized in 
the development of curriculum and educational programs. A satisfactory 
school-community relations program must be systematic with planned 
objectives, designed roles and responsibilities, implementation, proce¬ 
dure and evaluative mechanisms. 
Organizational structure. The superintendent's steering committee 
for "Thorough and Efficient" education was instituted and had effective 
public involvement. As a result of a public meeting held in the City 
Hall Chambers, the committee submitted its recommendations to the Board 
for meaningful implementation of the T & E Mandates in the Paterson 
School District. 
In an effort to implement and refine communication procedures, the 
superintendent made it a practice to work closely with the district's 
He also encouraged local administrators to public relations person. 
88 
develop community profiles to aid them in adapting to their changing 
school-community and to make the school community more aware of the 
educational programs in the district. 
The superintendent developed "Partners for Progress," a program 
dedicated to providing a closer working relationship among key elected 
officials, board members, state and local educators. The program was 
designed to: 
1. Familiarize key decision makers, i.e., mayor and city 
council members, with the progress and prospects for 
improving education in the city of Paterson. 
2. Provide a framework in which educators and key lay 
leaders could formally and publicly work together to 
carry out the responsibilities of their efforts. 
Skills. Further, the superintendent's efforts at promoting 
parental/community involvement has resulted in a district mandate which 
required that all schools form local home school councils. To facili¬ 
tate development of these councils, persons were assigned the task of 
organizing parents, visiting homes, organizations, and public officials 
for the purpose of promoting involvement. 
The traditional "Back to School Night" was modified by the superin¬ 
tendent to provide for a more practical plan of teacher-parent-student 
conferences. Reporting of pupil progress was given attention. Report 
cards were reviewed and revised. A new policy for Grade 1 level 
standards for promotion was recommended to the school board by the 
superintendent. 
To enable students and their parents to be better informed about 
their schools, a parent guidebook and a student handbook were developed. 
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It is updated as needed. The superintendent appeared on radio talk 
shows and television discussion panels in order to give wide coverage to 
happenings in the Paterson schools. He also encouraged members of the 
central office staff to serve as a sort of "speaker's bureau." 
Finally, in cooperation with Schoolwatch, Inc., he helped develop 
and support a pilot program in Paterson which addressed the needs of his 
urban parents. It was a college level course for parents and interested 
community people to discover how public schooling works and was designed 
to help parents improve their children's schools. 
In conclusion, because of the growing complexity of the world, 
education in the future will need greater broad-based support and input 
from all segments of the population than it has had through the present. 
Community responsibility and support have been eroded by an increasing 
lack of confidence in public education as increasing demands have been 
made upon the institution. Further, those who have taken the most 
direct interest in the schools, the parents, are finding that they have 
less time to be involved as both parents work outside the home. More¬ 
over, this group of interested parents is becoming an increasingly small 
minority as the non-parent public grows in number. 
Paterson public education, however, needs and deserves the interest 
and involvement of all community members. Education needs public sup¬ 
port just as the public needs good education for its members. Paterson 
educators must reach out to the community in efforts to revitalize edu¬ 
cation in our city. They need to share their concerns and successes with 
the public as a whole. They must overcome their fear of the world beyond 
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the education community, and not feel inhibited in sharing power and 
control with community factions. Local industry must be able to feel 
that what the schools are doing is important and relevant to the demands 
industry will make on the labor force. Parents should be counseled in 
their rights and roles, and services should be provided through the 
school to all segments of the community, thereby giving the community 
a greater stake in the success of the schools. Only in these ways will 
educators gain a more active and broad-based support for public educa¬ 
tion. 
Conclusion 
There is a quiet revolution taking place in the Paterson School 
System. After more than a decade of plummeting reading scores, alarming 
truancy, dropout rates and chaos in the classroom, achievements have 
begun to climb and discipline is no longer a dirty word in this urban 
school district. 
A small but dedicated group of Paterson educators and the superin¬ 
tendent have created a reform coalition to encourage the still pre¬ 
carious turn around. They are focusing on the school-related problems 
that have been identifiably eliminated in Paterson and are spreading 
the good news throughout the city and state. 
This urban district has begun to benefit from the leadership style 
of Paterson's first black superintendent. It would seem as though he 
has been able to impact upon the instructional program, accountability, 
student use of drugs, student discipline and community relations and 
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his system-wide mandate to involve parents and students in bringing 
about a greater reliance on academic standards is beginning to take 
root. Paterson is no longer an educational embarrassment to the educa¬ 
tional community. 
When the researcher was appointed superintendent in 1976, not too 
many people had anything good to say about the Paterson School District, 
but an analysis of the 1983 Paterson School Survey seems to support the 
researcher's prediction that his leadership style could improve the 
quality of education in Paterson, New Jersey. 
CHAPTER V 
SUMMARY, CONCLUSIONS AND RECOMMENDATIONS 
Introduction 
In this chapter, the researcher will present a number of conclu¬ 
sions that are intended to be helpful to those who are presently adminis¬ 
trators in urban districts or planning to become urban administrators. 
The researcher will draw upon the data and documentation of the research 
discussed in the study, personal interviews and experiences as a fellow 
traveler on the road to change in Paterson, New Jersey. 
During the period under review, July 1976 through June 1982, a wide 
range of change strategies were organized in the Paterson School District 
under the direct supervision of the first black superintendent of schools 
to impact or influence student achievement in that district. 
It was predicted that this urban district would improve its per¬ 
formance (declining test scores; graduates who could not read, write, 
or compute well enough to get through everyday living) as a result of 
the leadership style of the researcher. Since the leadership style of 
black superintendents had not received wide research or examination, the 
serious investigation of one in the field seemed justified. The purpose 
of the study was to determine if there was a relationship between the 
leadership style of a black urban superintendent and increased student 
achievement. 
In the design of the study, five school-related problems were dis¬ 
cussed. The first section of this chapter is an assessment of these 
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problems in determining if there was an improvement in student achieve¬ 
ment. It is intended to discuss the extent to which the black superin¬ 
tendent's leadership style improved the reading and math scores of 
Paterson students. 
Recent studies of urban schools are challenging the widespread 
view rooted in the 1966 Coleman Report and other well-known social 
scientists, who stated that urban schools can do little to overcome the 
negative effects of poverty. It is the feeling of the researcher that 
if urban schools are properly run, virtually all students, no matter 
how disadvantaged, can be taught to read, write and compute at a level 
sufficient enough to function in American society. 
In 1976, there was little question that the Paterson, New Jersey, 
schools needed to improve their instructional effectiveness. The only 
question facing the newly appointed superintendent was how? The major 
force he had to contend with was the "Coleman Report" mentality which 
was published ten years earlier. It had been a most useful instrument 
for the politicians of Paterson, but for the researcher it was viewed 
as an inhibitor of real change in his district. 
Among the most significant critics and most successful challengers 
to the "Coleman Report" was Dr. Ronald Edmonds and his associates which 
was accepted by the researcher as the beginning point of reform 
efforts. 
In reviewing the data concerning urban districts, two things became 
apparent to the researcher, first, some districts which were not urban 
in nature were experiencing severe educational problems and some 
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districts categorized as urban were making considerable educational 
progress. Second, an effective school system was one whose students 
performed well on standardized tests regardless of racial or socio¬ 
economic background. 
In seeking the answer to the Paterson School District's question, 
the superintendent predicted that his effective leadership style in 
dealing with the school-related problems of instructional programs, 
accountability, student use and abuse of drugs, student discipline 
(especially at the secondary level), and poor community relations would 
significantly improve student achievement as measured by standardized 
tests. 
Accordingly, our immediate focus of discussion for the chapter was 
an analysis of latest test results for the Paterson School System. 
Considering where the Paterson students were in 1976, it would seem as 
though the test results support Dr. Kenneth Clark's powerful certainty 
that all children can learn. 
Mathematics. Results of the Spring 1982 California Achievement Test 
in Mathematics indicated that students in Paterson performed closer to 
the national norm than they did in Spring 1981. 
Table 1 illustrates the mean grade equivalent scores in mathematics 
for Grades 1-12 in the Spring of 1982 as compared with the national 
grade equivalent norms. The table shows that the mean grade equivalents 
were two months above the national norm (+0.2) at the end of the first 
grade, two months below the national norm (-0.2) at the end of second 
grade, one month below the national norm (-0.1) at the end of third 
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grade, three months below the national norm (-0.3) at the end of fourth 
grade, one month below the national norm (-0.1) at the end of fifth 
grade, three months above the national norm (+0.3) at the end of sixth 
grade and one month below the national norm (-0.1) at the end of seventh 
grade. At the end of the eighth grade, the mean grade equivalent was 
four months below the national norm (-0.4), one year and two months 
below the national norm (-1.2) at the end of the ninth grade, two years 
and one month below the national norm (-2.1) at the end of the tenth 
grade, two years and six months below the national norm (-2.6) at the 
end of the eleventh grade, and three years below the national norm 
(-3.0) at the end of the twelfth grade. 
Table 2 illustrates the mean grade equivalent scores in mathematics 
in Grades 1-12 in the Spring of 1981 as compared with the national grade 
equivalent norms. The chart shows that the mean grade equivalent in 
Grades 1 and 6 was one month above the national norm (+0.1). In Grades 
2, 3 and 5, the mean grade equivalent was two months below (-0.2) the 
national norm. In Grade 7, the mean grade equivalent was one month 
below (-0.1) the national norm. As in 1980, the eighth grade marks the 
beginning of a departure from the national norm. At the end of the 
eighth grade, the mean grade equivalent was seven months below the 
national norm (-0.7), one year and seven months below the national norm 
(-1.7) at the end of the ninth grade, two years and five months below 
the national norm (-2.5) at the end of tenth and eleventh grades, and 
three years and seven months below the national norm (-3.7) at the end 
of the twelfth grade. 
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Table 3 compares the Spring 1983 and Spring 1981 mean grade 
equivalents achieved in Grades 1-12. Improvement of from one to seven 
months is noted in Grades 1, 2, 5, 6, 8, 9, 10 and 12. The mean grade 
equivalent declined one month (-0.1) in Grade 11 and remained the same 
in Grades 2 and 7. 
Summary. The above information is indicative of significant growth 
in mathematics of Paterson students during the past year. In Grades 1-8, 
mean grade equivalents ranged from four months below to three months 
above national grade equivalent norms. However, the departure of stu¬ 
dents from the national norms beginning in Grade 9 and continuing through 
Grade 12 continues to be of concern, despite gains registered in Grades 
9, 10 and 12. 
Reading. An analysis of the latest California Achievement Test in 
Reading for the Paterson School District indicates that all students in 
Grades 1-12 are performing closer to the national norm than in previous 
years. 
The district has attempted to upgrade instruction in all grades 
through increased in-service training and supplemental programs. It 
appears that these efforts are reflected in the improved test performance 
of the students. These scores may be an indication of an awareness of 
test taking techniques and the students' ability to transfer information 
from classroom instruction to other situations. 
Table 4 shows the achievement of the students in the Spring of 1982. 
The relationship of the students' performance to the national norm is 
reflected in the last column. The table shows that as the skills 
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become more difficult, the students' performance widens in relation¬ 
ship to the national norm. 
In 1982, the first grade district mean was one month below (-0.1) 
the national norm; the second grade mean was four months below (-0.4) 
the national norm; third grade mean was one month below (-0.1); fourth 
grade mean was eight months below (-0.8); fifth grade mean was nine 
months below (-0.9); sixth grade mean was seven months below (-0.7); 
seventh grade mean was eight months below (-0.8); eighth grade mean was 
one year and two months below (-1.2); ninth grade mean was two years 
below (-2.0); tenth grade mean was two years and five months below 
(-2.5); eleventh grade mean was three years below (-3.0); and twelfth 
grade mean was three years and four months below (-3.4) the national 
norm. These scores reflected an upward trend when compared to previous 
performance. The CAT was given in an earlier month in 1980 than in 
prior years and this trend has continued. The grade equivalents are 
based on the seventh month instructional level due to this earlier 
testing date. 
Table 5 points out the achievement for Spring 1981. It is 
apparent that the students were showing progress as each grade moves 
nearer to the national norm than their peers in 1980. Note that all 
grades improved except twelfth where a regression of two months (0.2) 
is indicated. 
In 1981, the students in Grade 1 had a district mean that was only 
one month below (-0.1) the national norm; second and third grades were 
four months below (-.4); fifth grades were one year and one month 
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below (-1.1); sixth grades were nine months below (-0.9); seventh grades 
were one year and two months below (-1.2); eighth grades were one year 
and six months below (-1.6) the national norm. At the high school 
level, students in Grade 9 scored two years and nine months below 
(-2.9); Grade 10 scored two years and seven months below (-2.7); Grade 
11 scored three years and one month below (-3.1); and students in 
Grade 12 scored three years and seven months below (-3.7) the national 
norm. These encouraging results indicate a positive trend for the dis¬ 
trict. 
Table 6 is designed to show the comparison of the students' per¬ 
formance in 1981 and 1982 on the CAT. Seemingly, the students in 
Grades 1 and 2 maintained the same mean for 1981 and 1982. In compari¬ 
son to their peers in 1981 students in Grades 5, 6 and 10 showed a gain 
of two months (0.2); Grades 7 and 8 showed a gain of four months (0.4); 
Grade 11 showed a gain of one month (0.1) and a gain of three months 
(0.3) is noted for Grades 3 and 12. Indications are that while students 
in Grades 7, 8 and 9 showed the greatest gains, the lower grades moved 
closer to the national norm. This data supports the need for preventive 
instruction in the lower grades to decrease remediation needs in the 
upper grades. 
1981-1982 Test Results (Minimum Basic Skills) 
Ninth grade reading. 
Background information. Minimum Basic Skills Tests are given each 
year in Grades 3, 6, 9 and 11. The purpose is to measure growth in 
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reading achievement of students in this district as compared to the 
previous years' results as well as to the results of comparable com¬ 
munity types, of county and of state. These comparisons indicate areas 
in need of further work. 
Cluster results. The students in Grade 9 performed satisfactorily 
on many items of word recognition. Those items missed were missed 
statewide. Reinforcement, nonetheless, is clearly implied. 
The hard work in skills of comprehension has paid off in improved 
student performance. Pupils, however, continue to manifest less 
strength as the skill called for becomes more complex. More work is 
needed in this area. 
In study skills, students showed improvement in most areas. 
District factor grouping--ninth grade reading. Students performed 
consistently at same level or a few points below their peers in every 
skill of word recognition. Somewhat poorer results were apparent in 
identification of word meaning with context, antonyms with context, 
and meanings, of word forms in context. More work is needed in these 
areas. 
Comprehension skills results compared well when identifying data 
and main idea were stated. The skills become more complex, however, 
and comprehension involved drawing inferences, results, although items 
were failed in comparable districts, indicated an even weaker per¬ 
formance. The more complex comprehension skills must be stressed. 
In study skills, students performed in a similar way to students 
in comparable districts. 
118 
Community types--ninth grade reading. Performance in the area 
of word recognition was not as good as in similar community types. 
Implied is the need for more stress on the use of context 
clues. 
Again, students showed the need for more work in the more complex 
skills comprehension. In study skills, results were very similar to 
those of comparable communities. 
Summary. Students performed satisfactorily in areas of word 
identification when stated but not so well when it was necessary to use 
context clues. 
Comprehension was better at the literal level than the interpretive 
level. 
The students' performance in study skills was satisfactory. 
Progress summary. Although achievement was not at the most 
desirable level, improvement over previous years' results was shown. 
Continued stress on teaching the more complicated skills should con¬ 
tinue to generate growth. 
The equated cluster averages show the following gains: 
Cluster 1981 1982 Gain 
1. Word Recognition 79.1 78.9 -.2 
2. Comprehension 67.1 69.2 1.5 
3. Study Skills 74.1 75.7 1.6 
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Recommendations. 
Need 
1. Word Recognition 
a. Identification of 
Root Words 
b. Identification of 
Verb Tense 
c. Identification of 
Plural Nouns 
d. Identification of 
Word Meanings with 
Context Clues 
2. Comprehension 
a. All Skill Areas 
3. Study Skills 
a. Use Dictionary 
for Meaning 
b. Use Parts of a 
Book 
Objective. At the conclusion of 
perform comparably with their peers i 
Skills Test. 
Plan of Action 
Frequent drill will 
be provided. 
Reteach and reinforce 
small groups. 
Further practice will 
occur. 
Reteach and practice. 
Use of new curriculum 
item by item. Work 
from simple skills to 
most complex, daily 
drill. 
Provide practice in 
these skills. 
Grade 9, students will be able to 
all areas of the Minimum Basic 
Eleventh grade reading. 
Background information. Minimum Basic Skills Tests are given each 
year in Grades 3, 6, 9 and 11. The purpose is to measure growth in 
reading achievement of students in this district as compared to the 
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previous years' results as well as to the results of comparable com¬ 
munity types, of county and of state. These comparisons indicate areas 
in need of further work. 
Cluster results. In word recognition skills, results were satis¬ 
factory on the whole. Some additional work in areas of context clues 
for word meaning, and antonyms is implied. 
Comprehension results show the need for more stress on drawing 
inferences and the more complex skills. 
In study skills, use of appropriate reference sources caused dif¬ 
ficulties statewide. Three of the five items were confusing. The stu¬ 
dents scored well on the other two. General performance in the cluster 
was satisfactory. 
District factor grouping--eleventh grade reading. The cluster 
average in word recognition was lower than in comparable districts by 
2.8 points. Accounting for this is the poor scores in identification 
of antonyms or words in context. More classrom drill is needed in this 
skill. 
The spread was 3.4 points in comprehension, with students failing 
in the interpretive areas. Much more stress on these skills is needed. 
In study skills, scores compared more favorably with comparable 
districts than last year's in the use of appropriate reference material 
Increased work in this area has brought desired results but further 
stress is needed. 
Community types—eleventh grade reading. The span between achieve 
ment and that of comparable communities is approximately in the same 
123 
ratio as results measured against comparable districts. Much work is 
needed particularly in areas of complex comprehension and study skills. 
Summary. With the exception of finding antonyms in context, the 
eleventh grade students performed well in word recognition skills. 
Poorer scores were manifest in comprehension and study skills. Implied 
clearly is the need to strengthen curriculum in the tenth and eleventh 
grades in these two areas. 
Progress summary. Scores in the eleventh grade are up from last 
year's results. Efforts are now taking place to ensure that both high 
schools have the same requirements and curriculum. This should result 
in higher scores. A new course of study is being implemented and should 
be of help as well. 
The equated cluster averages show the following gains: 
Cluster 1981 1982 Gain 
1. Word Recognition 85.9 87.7 2.2 
2. Comprehension 77.4 78.6 1.2 
3. Study Skills 82.3 83.9 1.6 
Recommendations. 
Need Plan of Action 
1. Word Recognition 
a. Identify 
Antonyms 
It is necessary to pro¬ 
vide a plethora of prac¬ 
tice in these interferen 
b. Identify tial skills. 
Word Meanings 
124 
Need Plan of Action 
2. Readinq 
Comprehension 
a. More Complex Continued efforts will 
Skills be made to foster the 
development of skills 
in this area. 
3. Study Skills 
1. Identify Provide emphasis and 
Appropriate practice use of varied 
Reference reference sources. 
Source Utilize assistance of 
content area teachers 
as well as reading 
teachers to provide 
varied practice. 
Objective. At the conclusion of Grade 11, students will be able 
to perform comparably with their peers in all areas of the Minimum 
Basic Skills Test. 
Ninth grade mathematics. 
Cluster comments. The ninth grade mathematics Minimum Basic Skills 
Test measured pupil proficiency in the areas of computation, number 
concepts, measurement, and problem solving. 
Ninth grade scores indicated an overall strength in the area of 
whole number computation. Students did not do well when working with 
fractions. Unless the problems were of the simplest nature, they 
experienced considerable difficulty. The results were mixed for multi¬ 
plication and division. Students seem to have no clear idea of what 
the concept of percent means. There is a need for a great deal of 
emphasis to be placed on reteaching the concept and applying it to 
various types of problems. 
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In the area of number concepts, student performance was in need 
of improvement. Achievement was satisfactory in converting mixed num¬ 
bers to improper fractions, percents to decimals to fractions, fractions 
to decimals, and decimals to percent. Results were also satisfactory 
in problems involving exponents, the properties of zero and one; and 
odd/even properties. At the ninth grade level, there were weaknesses 
in: comparing fractions, equivalent fractions, and rounding. 
Student performance in the area of Measurement/Geometry was 
unsatisfactory. Students need additional teaching in finding area, 
volume, diameter of a circle, and quantity conversion. Finding area 
with a formula given was a noticeable area of weakness. Basic 
geometric concepts and relations must be retaught. 
There is a need for improvement in the performance level of ninth 
graders in problem solving. Students need additional practice in 
determining interest, sales tax, discount, averages, ratio/proportion, 
estimation, and applications. Results were satisfactory in reading 
tables, charts, and maps. 
District Factor Grouping. At the ninth grade level, student per¬ 
formance was slightly lower than the District Factor Grouping in all 
clusters. As measured by the equated cluster average, Paterson stu¬ 
dents scored from 2.3 percent to 4.6 percent lower than the District 
Factor Grouping in the areas tested. 
Community Type. The ninth grade districts' results were 3.3 per¬ 
cent to 5.7 percent lower than the Community Type in all clusters. 
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Summary. For the ninth grade mathematics test, the overall 
results were unsatisfactory. Students need a great deal of work in 
fractions, percent, measurement, and problem solving. 
Progress summary. Listed below are the equated cluster averages 
of the ninth grade MBS Mathematics Test for the 1981-1982 school 
years. 
Equated Cluster Average 
Cluster 1980-81 1981-82 
Computation 74.6% 1981-82 
Number Concepts 70.2% 75.0% 
Measurement/Geometry 59.9% 65.4% 
Problem Solving 60.7% 64.2% 
These percentages, which indicate the number of questions answered 
correctly, demonstrate clearly that progress has been made in all areas 
tested. They indicate that there is a need for further progress 
also. 
Recommendations. 
Need 
1. Computation 
a. Fractions 
b. Decimals and 
Percent 
Plan of Action 
Reteach the basic opera¬ 
tions of fractions. 
Incorporate the use of 
fractions in different 
types of math problems 
including graphs, word 
problems, and measure¬ 
ment. 
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Need PI an of Action 
2. Number Concepts 
a. Comparison and More time must be spent 
on comparison of frac¬ 
tions. Physical models 
and concrete examples 
must be used to enable 
students to visualize 
Equivalent 
Fractions 
the concept of fractions. 
b. Rounding Additional practice in 
rounding with emphasis 
on place value is needed. 
3. Measurement and 
Geometry 
Practical experience is most important in both 
measurement and geometry. Students should be 
encouraged to determine area by means of measure¬ 
ment and, also, formula. Use of geometric models 
is necessary and invaluable. 
4. Problem Solving 
Provide students with added experience in tech¬ 
niques for problem solving, which include: 
making estimates, constructing tables, drawing 
graphs and looking for patterns. 
Objective. At the conclusion of Grade 9, students will improve 
their performance in all clusters of the Minimum Basic Skills Test. 
Eleventh grade mathematics. 
Cluster comments. The eleventh grade mathematics Minimum Basic 
Skills Test measured pupil proficiency in the areas of computation, 
number concepts, measurement and geometry, and problem solving. 
Eleventh grade students in Paterson demonstrated overall strength 
in the area of basic operations on whole numbers. Performance on compu- 
tation with fractions was mixed. Many students apparently do not know 
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how to add or subtract fractions with unlike denominators. In the area 
of decimals, students must be retaught the rules for division. Eleventh 
graders do not appear to understand the concept of percent and, there¬ 
fore, are unable to do related problems. This situation must be cor¬ 
rected. 
The overall results of the Number Concepts cluster showed weakness 
in comparing fractions and rounding. More practice in these areas is 
needed. 
Measurement and geometry skills were unsatisfactory in the follow¬ 
ing areas: determining weight, finding metric length, using formulas 
to calculate area of circles, and defining right angles. Review and 
continued practice in these areas is necessary. 
The results of the Problem Solving cluster were mixed. They were 
satisfactory in the following areas: reading line graphs, circle 
graphs and maps; completion of check stubs; finding sales tax; estimat¬ 
ing; approximating; and solving one-step problems. However, it is 
apparent that the students need more work in interpreting graphs, 
solving two-step problems, finding discount, averaging, and setting up 
proportions. Practice in estimating mileage is also necessary. 
District Factor Grouping. Student performance at the eleventh 
grade level was lower than that of the District Factor Grouping in all 
areas. As measured by the equated cluster averages, Paterson students 
scored from 1.2 percent to 5.8 percent lower than the District Factor 
Grouping in the areas tested. 
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Community Type. The eleventh grade districts' results were 2.0 
percent to 6.2 percent lower than the Community Type in all clusters. 
Summary. For the eleventh grade mathematics test, the overall 
results were unsatisfactory. Students need a great deal of work in 
fractions, percent, rounding, geometry, and problem solving. 
Progress summary. Listed below are the equated cluster averages 
of the eleventh grade MBS Mathematics Test for the 1980-1981 and 
1981-1982 school years. 
Equated Cluster Average 
Cluster 1980-81 1981-82 
Computation 78.3% 80.7% 
Number Concepts 72.1% 73.6% 
Measurement/Geometry 64.2% 68.9% 
Problem Solving 60.2% 63.5% 
The comparison of the 1982 MBS results with those of the 1981 test 
indicates significant improvement in all areas. The equated cluster 
averages, which are the percentage of students correctly responding to 
each item in the cluster, show an increase over last year. 
Recommendations. 
Need Plan of Action 
1. Computation 
a. Fractions Review regrouping of 
fractions in addition 
and subtraction. Coordi¬ 
nation between the 
regular staff and BSI 
staff is necessary. 
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Plan of Action 
Computation 
b. Percent A variety of tech¬ 
niques should be 
employed to review 
all types of problems 
involving percent. 
Number Concepts 
a. Fraction to 
Decimal 
Review the concept of 
a fraction as a divi¬ 
sion problem. 
b. Rounding 
Decimals 
Individualization of 
instruction on place 
value in rounding 
necessary. 
Measurement and 
Geometry 
a. Metric System Expand students 1 
experience in use of 
the metric system. 
Practical applications 
and a variety of "hands- 
on" materials are advis¬ 
able. 
b. Use of Formulas Provide practice in 
using mathematical 
formulas in geometry, 
algebra, and basic reme¬ 
dial courses. 
4. Problem Solving 
Provide a variety of strategies and experiences in 
interpreting graphs, ratio and proportion, and 
applications of basic operations. Constant prac¬ 
tice and reinforcement is vital. 
Objective. At the conclusion of the eleventh grade, students will 
improve their performance in all clusters of the Minimum Basic Skills 
Test. 
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1982 Minimum Basic Skills Tests: 
Interpretation and Analysis 
The State Department of Education has approved the Paterson School 
District's Interpretation of the results of the 1982 New Jersey State 
Tests of Minimum Basic Skills. The District tested 7,036 students at 
the third, sixth, ninth, and eleventh grade level. The District has 
shown significant improvement in all of the areas of the skills tested 
by the MBS. 
The Paterson School District has completed the Interpretation and 
Analysis reports for the State Department of Education. This process 
is the result of the combined efforts of administrators, supervisors, 
resource persons and grade level committees of teachers. The superin¬ 
tendent commends those staff people for the hours spent in analyzing 
and interpreting those results. 
Recommendations have been made for each school for special instruc¬ 
tional techniques and strategies which have been provided for staff in 
remediating the needs of the students to improve their basic skills. It 
is evident that the concerted efforts made by all staff members toward 
the improvement of basic skills has resulted in significant gains at 
the elementary level. The implementation of the reading management 
system and mathematics management system has made a difference in the 
ability of the students to master the required skills. The District 
will continue to emphasize the importance of reading and math with the 
ultimate goal to having all students score above the minimal level set 
by the state in subsequent years. 
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All class and school summary reports are located at the principals' 
offices and are available for public inspection in every elementary and 
secondary school in the system. The District Summary Report is also 
available for public inspection at the office of the Director of Pupil- 
Personnel Services which is located in the S.A.G.E. Building, 
151 Ellison Street, Paterson, New Jersey 07505. 
Conclusion. The researcher has presented CAT and MBS test results for 
the city of Paterson as examples of a black superintendent's influence 
upon an urban school district. Although all the students are not 
national norm or on grade level, the researcher has been responsible 
for providing effective leadership in pointing his district in the right 
direction. It is the researcher's hope that this study will help reveal 
the racist and political nature of previous research that denies the 
ability of urban students to improve their lot. Some past researchers 
have created a series of sophisticated yet destructive explanations for 
urban failure. This study is offered as an alternative vision of an 
urban school district where children do learn. 
Conclusions 
Introduction. The biggest challenge for this country in the 1980s is 
not the billions of dollars needed for railroads, highways, defense, 
and energy, but the saving of the American school system, especially 
our large urban centers. Education in the future will have to take on 
new roles in a period of increasing competition for public confidence 
in schools and conversely, if there is a lack of confidence in the 
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public schools, broad-based support will not be forthcoming. 
Recent research suggests that all segments of society participate 
in the general process of education. It is also agreed that all these 
groups should participate in the decisions affecting the management of 
public education, but it may not seem practical that various groups be 
involved in the governance of a school district. Therefore, it is 
suggested that all superintendents meet the challenges we face in educa¬ 
tion with aggressive pursuit of excellence. 
The crisis in the public schools is still plainly real but that 
does not mean all public schools are failing. Everyday some schools 
are managing to beat the odds. Whether urban and suburban, successful 
schools all have one quality in common: they work and children learn 
because their leaders have hope for their students. These successful 
school districts are led by competent leaders who are active and have 
high expectations for all children. 
In 1968, Paterson School Number Four welcomed its first black 
principal who had graduated from that school in 1949. He had served 
that school as teacher and then vice principal. By 1968, this school 
had lost two other principals within a three-year period. Of the more 
than 900 students, more than 50 percent of them were more than two to 
three years below grade level. Because of his leadership, the school 
began to turn around; he was rewarded for his effort in 1973 when he 
was appointed assistant superintendent. The reason the researcher gave 
for accepting the position of the city's first black assistant superin¬ 
tendent was to do what he had done at Public School Number Four for more 
of the district's poor and minority students. 
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A confluence of events, a number of not unconnected signs, moved 
the researcher toward an examination of conscience, about how the dis¬ 
trict was failing the students and the community. It was not easy and 
if some were reluctant to join the search for new ways of conducting 
the Paterson educational enterprise, many others clearly saw the need 
for change and became fellow travelers. 
There is plenty of good news on the Paterson school front and it 
has not happened as a result of Board of Education policies, the state 
T & E mandates or statutory requirements. The researcher's demand to 
pursue excellence and active participation in the process has convinced 
many educators that the key to effective schooling is to teach those 
who come to be taught. More effective schooling was ready for the 
making in 1977, but it would not come simply because the district was 
in compliance with state mandates. The researcher had no doubt that 
the Paterson School System could deliver what was demanded of it as long 
as there was public support in terms of money and confidence. 
At the beginning of 1978, the district was involved in the third 
stage of the T & E process, described by the researcher as an analysis 
of the shortfall between the goals and performance of the district's 
educational system. It is unfortunate that even at this day and time 
that the major goal of T & E Legislation has yet to materialize. 
If the researcher, as a change agent, was fully successful, he 
would have seen even greater results than he had experienced at Public 
School Number Four. By the second year of his tenure, education in 
Paterson had reached a critical low in morale and academic achievement. 
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He concluded it to be the results of years of political interference 
and educational neglect. The time and opportunity were ripe for him to 
take whatever action be deemed necessary to improve the quality of 
education. 
This study is an analysis of the educational leadership employed 
by the superintendent as an agent for change in Paterson, New Jersey, 
and describes the methodology used in attempting to influence five 
school-related problems, the building of courageous supporters for the 
change process. An assessment of his success is offered in terms of 
the results measured by standardized reading and mathematics tests. 
Another major challenge of doing this study was in defining exactly 
what is meant by an effective school system. Stated in another way, 
how will you know an effective leader or an effective school district? 
In conducting priliminary research on effective schools, he conducted 
interviews, made many observations and administered the supervision of 
questionnaires. He concluded that an effective school district is one 
which showed increased student achievement as a direct or indirect 
result of his leadership. The student outcomes could be measured and 
the leader would also recognize improvement as a process and not as an 
event. 
Reflecting on his basic educational philosophy, which stated that 
all children can learn, want to learn, and given an effective educa¬ 
tional program and leader would, he plotted a course for himself that 
would accomplish his goals in a period of five to six years to fully 
plan and implement. It was his mission to determine what the students 
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should learn and then develop strategies that would allow them to 
achieve the educational goals desired by their parents. 
As superintendent of the third largest school system in New Jersey, 
the researcher attempted to deal aggressively and introduced innovations 
acceptable to the majority of his more than 25,000 students, 1,700 
teaching staff and nearly 100 administrators who were generally satis¬ 
fied with the status quo. He encountered more problems in his six years 
as superintendent than his predecessor did in all of his twenty-five 
years in the same position, but he remains determined to turn his 
philosophical position into action. A key to making change in Paterson 
was in changing the community's attitude concerning public education, 
especially the minority population. 
It is important to note that many of the things which occurred in 
the district during the period under review could not have been done by 
the researcher in the sixties even though he is black. In the sixties, 
everything was developed at your own rate, whole-child, progressive 
education and relevancy. Today, we are learning that we must have 
structure and objectives or your program simply will not work. 
Another important factor today is the many black superintendents 
who have the personality to handle politics which leave them free to 
run their systems. This is evidenced by the substantial progress being 
made in East Orange, Newark, Trenton, Plainfield (all in New Jersey), 
Atlanta, Washington, D. C., and Chicago. 
The current crop of black superintendents, partly because they know 
the political ropes and partly because they are black, can bring about 
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changes in large urban centers. As more big-city superintendents 
improve their leadership abilities, encouraging academic evidence will 
result in improved education for urban children. The position of school 
superintendent from a historical perspective may be viewed as one which 
permitted the person fulfilling the role to bask in a sunshine of com¬ 
munity togetherness, schools free of problems of any major significance, 
and the position was assigned for life, or at least until retirement. 
The family was a major link in the chain of educational processes. 
The support of the educational program was as American as the so-called 
"apple pie." 
Today, the decision of a black to accept the position of superin¬ 
tendent is not to be taken lightly. The supervision of district-wide 
staff, responsibility for educating thousands of children, creating, 
stimulating, and encouraging a cooperation among a diversity of 
interested parties whose involvement is mandated by law and the social 
and cultural ethics, is not by any standard an easy task. It follows 
then that the persons who accept the challenge of this mission should 
do so out of love for children, a genuine concern for human interest, 
and a commitment to education. 
This researcher represents some basic considerations to which the 
researcher has given attention. The items documented are between a 
rock and a hard place. Even though they have made their way up the 
professional ladder, they may not be prepared to assume the reins of 
chief school administrator. Often he is exposed to inadequate and 
outdated training. Although he may have studied conflict management. 
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he may not discover until he becomes superintendent that conflict 
management actually means the suppression and elimination of trouble 
as far as the general public is concerned. Only when one becomes a 
superintendent will he know just how "political" he must be and how 
non-political he must appear to be. As superintendent of the Paterson 
Public School System, it is the hope of the researcher that this study 
will be read by the educational community of Paterson and that Paterson 
becomes the gateway to new hope and new life for cities economically 
deprived and politically dispossessed. Parents, teachers, administra¬ 
tors and students must make decisions cooperatively with all parties 
recognizing, at least hoping, they are doing something for children, 
to our children. 
Recommendations for Further Research 
Attention might well be given to a number of questions related to 
this study. Some profitable avenues for further research might be: 
(1) Traditionally, the role of the superintendent is one of leader¬ 
ship, responsibility, and power. It would be interesting to duplicate 
this study in an urban district where there is no "dual" system 
present. 
(2) The progress of the change agent was constantly hampered by 
those administrators who were either poorly trained or did not have the 
abilities to lead an urban school. It would be profitable to conduct a 
study to determine the enlarged scope of an urban administrator. The 
climate in which he lives and works should be of great interest to 
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educators and provide colleges with knowledge of leadership training 
for this particular task, techniques of group dynamics, public rela¬ 
tions, team administration in a large urban city. 
(3) One of the desired outcomes of this study was to open up the 
lines of communication within the school organizational structure. It 
would be beneficial to determine the organization climate of the 
Paterson school district. 
(4) In doing research for this study, the researcher discovered 
that Dr. Hugh J. Scott delved into the philosophies of seven black 
superintendents. It would be interesting to update the study and 
determine if the passage of time had changed the philosophies of these 
six men and one woman: Dr. Ulysses Dyas, Dr. Alonzo Crim, Dr. Barbara 
Sizemore, (Dr. Paterson is deceased), Dr. Earl C. Jackson, Dr. Stanley 
Taylor, and Dr. Charles Mitchell, Jr. 
Invictus 
Out of the night that covers me 
Black as the pit from pole to pole 
I thank whatever Gods may be 
For my unconquerable soul. 
In the felt clutch of circumstance 
I have not winced nor cried aloud. 
Under the blundgeoning of chance 
My head is bloody but unbow'd. 
Beyond this place of wrath and tears 
Looms but the horror of the shade, 
And yet the menace of the years 
Finds and shall find the unafraid. 
It matters not how strait the gate. 
How charged with punishment the scroll, 
I am the master of my Fate; 
I am the captain of my soul. 
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APPENDIX A 
1978 PATERSON SCHOOL SURVEY AND RESULTS 
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BOAflO or EDUCATION 
or TOS 
FRANK NAPIER, JR. 
March 8, 1978 
To All Teaching Staff Members of the Paterson School System: 
I am pleased to enclose for you the preliminary results of 
the 1978 Paterson School Survey. It is my hope that we can use 
this data as a starting point for developing future strategies 
for quality education for each and every student In Paterson. 
I would like to take this opportunity to call your attention to 
some of Che results which I think are noteworthy. 
Personally, I am excited by the encouraging attitudes shown 
by the results. Teachers have reaffirmed commitment to quality 
education and Che students at all levels have demonstrated chat 
they are serious about their own education. Clearly, the 
students are optimistic about their future. They feel .that their 
lives will be better than their parents’ lives and a large 
majority feel chat schooling will make that difference. 
45Z of our students say they will be prepared for college 
and 87Z of the high school students plan to continue their 
education. He know chat only about 38Z will actually go Co 
college. More disturbing, most of our teachers feel chat less 
Chan half of our kids should go to college under Ideal conditions. 
Does this indicate that many of our students have abilities and 
aspirations chat our teachers do not perceive and, therefore, 
consciously or unconsciously do, in effect, dampen these 
asniracions1 Is there a reservoir of desire which we should 
be channeling toward Increased, constructive efforts? 
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Th« preliminary results do evidence toma dlacrapanclaa In 
eetltudes among aCudanta, eaachars and administrators. Tha 
students have aisled thamsalvas In toaa araaa and eha eaacbara 
and administrators ara not as avara of aona of eha aeudanca' 
aecleudas as I had hopad. 
X a* eonfidane chae our childran ara baeear ehan va chink 
they ara. Ie la now our eaak eo develop programs which halp 
aeudanca eo know whara they ara, halp ehaa draam whara ebay wane 
eo ba and, aoac Importantly, get chan ehara. 
Tha placa Co scare la READING. IC Is my baliaf Chae achlava- 
aane In raadlng la avan nore of a problem ehan our aeaff and 
aeudanca hava lndlcaead. This Is evidenced by eha dlscrapancy 
aaong aeudanca, eaachars and eha achievement case raporca of 
scudanc raadlng parforaanca. Slzcy parcane of eha inceraedlace 
students and seventy parcane of eha high school seudancs grada 
themselves A or B In reading. This la In dlrece conflict with 
boeh eaachars parcapelons and eha achievement ease results. Ie 
saaas eo ae that wa need Co find ways to lntagraCa raadlng aora 
formally wleh the whola school program and use reading as the 
base single measuring stick eo lac students know where they 
ara In Chair educational development. 
The survey does Indicate chae eha studenes are willing Co 
achieve. AC all levels they have shown a serious aecltude 
coward raadlng, mach and English. Ie Is Interesting eo note 
eha level of Importance students puC on their fuCure. Though 
they ehlnk chae reading, English and math are importane, more 
high school and Intermediate students report chae studying the 
future would be more Important ehan any ocher subjecc. This 
gives us a mandate eo make our program reflect their clearly 
seated concerns. 
Ie Is Che purpose of this survey to open communicaeion 
at all levels of Che educational program In our schools and 
suggest possible future directions It muse Cake. Tour cooperation 
at this first step has been very encouraging and I am confident 
that together we can go forward towards the goal of quality 
education in Paterson. 
Ttrnon P. Nickerson, a presidential scholar, as well as 
Pranklln Jacobs, now a world record holder, have demonstrated 
that our students can excel to tha highest level. I believe 
their achievements can be duplicated throughout our school 
system. Tha commitment and the desire are here. I hope chat 
you will be encouraged by the oreliminary results of the survey. 
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We will b« analysing the data further la aontha ahead and 
Che reaulta will b« aada known to yon. The actual coaputer 
readouta, Including breakdown* by Individual eehoola are In ay 
office and open eo your lnapectlon. 
Again Z thank you for your cooperation. I remain, 
Tours for Quality Education, 
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6. I am on my way to school. S 87.1 S 12.9 
T 79.5 T 20.5 
7. Today we get report cards. S 72.9 S 27.1 
T 53.2 T 46.8 
8. I am thinking about my teachers. S 86.0 S 14 ;0 
T 88.0 T 12.0 
9. I am thinking about my principal. S 82.9 S 17.1 
T 69.3 T 30.7 
10. It is a school day today. S 71.0 S 29.0 
T 74.1 T 25.9 
11. Now we are going to work with numbers. S 78.4 S 21.6 
T 75.1 T 24.9 
12. Now it is time for reading. S 79.1 S 20.9 
T 82.4 T 17.6 
13. I am thinking about my school building. S 71.9 S 28.1 
T 69.5 T 30.5 
14. It's time to go home. S 83.4 S 16.6 
T 84.4 T 15.6 
15. I am thinking about what my life will S 83.4 S 11.6 
be like when I grow up. T 77.3 T 22.7 
16. I am thinking about what it would be S 68.4 S 31.6 
like to be a teacher. T 82.2 T 17.8 
17. I am thinking about what it would be S 59.3 S 40.7 
like to be a doctor. T 72.9 T 27.1 
18. I am thinking aobut what it would be S 85.0 S 15.0 
like to be a mother or father. T 87.3 T 12.7 
19. I am thinking about what it would be S 50.2 S 49.8 
like to be a policeman. T 81.5 T 18.5 
20. There will be an extra recess today. 3 91.4 S S . 6 
T 95.9 T 4.1 
S - Respondents: 2,466 
T - Respondents: 426 
P - Insufficient number to tabulate 
159 
-3- 
21. There will be no school today. S 68.8 S 31.8 
T 84.4 T 15.6 
22. It's lunch time. S 94.5 S 5.5 
T 95.4 T 4.6 
23. Our school will have more White kids S 54.7 S 45.3 
next year. T 68.0 T 32.0 
24. Our school will have more Black kids S 64.3 S 35.7 
next year. T 81.4 T 18.6 
25. Our school will have more Spanish S 44.0 S 56.0 
speaking kids next year. T 71.7 T 28.3 
26. Today we are going to work with our S 74.3 S 25.7 
school books. T 77.1 T 22.9 
27. This is my teacher. S 91.2 S 8.8 
T 92.9 T 7.1 
28. 'This is my teacher thinking about me. S 83.7 S 16.3 
T 85.9 T 14.1 
29. This is my principal in the office. S 83.6 S 16.4 
T 70.2 T 29.8 
30. This is my principal thinking about me. S 85.1 S 14.9 
T 78.0 T 22.0 
31. This is my teacher thinking about White S 64.6 S 35.4 
kids. T 92.9 T 7.1 
32. This is my teacher thinking about Black S 70.4 S 29.6 
kids. T 92.7 T 7.3 
33. This is my teacher thinking about Spanish S 54.6 S 45.4 
speaking kids. T 91.0 T 9.0 
34. This is one of my classmates thinking S 59.7 S 40.3 
about White kids. T 77.8 T 22.2 
35. This is one of my classmates thinking S 69.1 S 30.9 
about Black kids. T 85.6 T 14.4 
160 
-4- 
36. This is one of my classmates thinking about S 52.5 S 47.5 
Spanish speaking kids. T 81.0 T 19.0 
37. This is my mother thinking about me. S 95.5 S 4.5 
T 90.7 T 9.3 
38. This is my family at home. S 95.8 S 4.2 
T 84.1 T 15.9 
39. This is my brothers and sisters S 89.7 S 10.3 
thinking about me. T 80.7 T 19.3 
40. This is me thinking about my brothers S 91.2 S 8.8 
and sisters. T 84.4 T 15.6 
41. This is the last question. S 58.1 S 41.9 
T 93.2 T 6.8 
* S 
T 
Student response in percentage. 
Teacher predicting student response in percentage. 
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2. How many years teaching experience do you have? 
leas than one year 6.4 between one and three vears 16.3 
between four and aeven yeara 27.3 over seven vears 49,3 
3. What grade level do you teach? 
K - 3 34.2 4 - 6 24.2 7 - 8 17.5 9 - 12 23.6 
4. What Is your raclal/ethnic background? 
Aslan 1.2 Black 24.2 Caucasian 58.8 Hispanic 3*9 Native American 12.0 
5. Do vou live in Paterson? 
Yes 34.5 
8. As a teacher. 
No 63.0 
how does Paterson compare with 1 vour past school svstem 
better about the same worse have not taught in other 
T 4.5 13.0 23.4 58.0 
P 8.1 24.3 10.8 56.8 
9. How would you rate the education offered bv the Paterson schools? 
excellent very good good fair poor 
T 1.9 10.1 31.9 39.0 17.0 
P 24.3 51.4 24.3 
10. How do you think the parents of children in vour school would rate the 
duality of education in the schools? 
excellent very good good fair ooor 
T 1.6 8.5 40.3 36.5 13.1 
P 8.1 16.2 48.6 13.5 13.5 
Do you think the children in vour school would rate the aualitv of education 
in the schools: 
Excellent very good good fair poor 
T 2.3 14.6 46.6 27.4 9.1 
P 10.8 10.8 64.9 10.8 2.7 
12. How would vou rate the education offered bv vour school as compared with 
other paterson schools? 
the education is better the education is the same the education is worse 
T 43.1 43.7 12.6 
P 81.1 16.2 2.7 
T - Respondents: 1,058 
P - Respondents: 37 
-2- 
13. How close do the Peterson oublic schools come to vour Ideal for an urban 
school system? 
Peterson schools meet my Ideal come reasonably close to my Ideal 
T 3.2 15.6 
P 2.7 32.4 
Improvement Is needed to reach my Ideal complete reconceptuallzatlon needed 
T 56.6 24.0 
P 56.8 5.4 
14. Do you feel that the schools in Paterson are headed toward Improvement In 
the future? 
they will probably Improve remain the same get worse 
T 43.2 31.6 24.4 
p 73.0 27.0 
15. Do you enjoy vour present assignment as a teacher in Paterson? 
yes, very much somewhat a little not at all 
T 58.8 29.2 9.0 2.9 
p 48.6 45.9 2.7 
16. Do vou expect to enjoy being a 3chool teacher In Paterson more or less In the 
years ahead? 
more about the same less 
T 33.3 44.0 22.0 
P 30.6 58.3 11.1 
Below are components of the Paterson Schools. Rate each In terms of your opinion 
of their effectiveness In contributing to the quality of schooling in Paterson. 
There are five possible ratings: 
4? 
17. the suoerintendent 
18. supervisors 
19. orincipals 
20. teachers 
T 12.7 26.0 32.5 18.4 10.3 
P 16.2 51.4 29.7 2.7 
T 6.8 23.9 36.0 23.4 9.9 
P 2.7 18.9 59.5 18.9 
T 16.5 29.5 36 .0 17.0 1.0 
P 5.4 59.5 35.1 
T 19.4 44.1 32.1 3.2 1.3 
P 10.8 56.8 29.7 2.7 
T 2.3 10.3 28.9 46.1 12.4 
P 2.7 8.1 51.4 35.1 2.7 
21. school board 
163 
-3- 
£ 
£ 
* £» 
22. community participa¬ T ~1Y6 x 5.2" 20.2 65.4 
tion in the schools P 2.7 10.8 86.5 
23. the general T 2.4 21.6 47.5 26.2 
curriculum P 18.9 67.6 13.5 
24. curriculum guides T 3.1 18.8 42.7 31.1 
in individual P 27.0 59.5 13.5 
subjects 
25. counselling and T 2.5 11.5 33.4 44.1 
guidance for students P 8.1 37.8 48.6 
26. provisions for T 3.1 15.1 38.6 37.3 
cultural differences P 2.7 27.0 48.6 21.6 
of students 
27. provisions for T 4.4 19.8 37.4 30.6 
racial differences P 5.6 19.4 58.3 13.9 
of students 
28. textbooks T 2.6 16.6 39.8 37.8 
P 2.7 35.1 51.4 10.8 
29. classroom materials T 4.4 20.9 38.2 34.1 
P 5.4 45.9 37.8 10.8 
30. audiovisual materials T 7.7 26.3 38.6 24.7 
P 8.1 40.5 40.5 10.8 
31. supplies T 7.0 19.2 37.3 35.3 
P 18.9 40.5 27.0 13.5 
32. custodial suooort T 10.8 28.8 34.3 24.1 
P 13.5 32.4 37.8 16.2 
33. security measures T 9.5 29.7 36.0 22.7 
P 13.5 27.0 40.5 13.5 
34. buildings T 5.1 23.1 37.9 32.3 
P 5.4 27.0 48.6 16.2 
35. playgrounds T 3.3 16.5 30.1 40.2 
P 5.4 10.8 43.2 29.7 
36. provision for T 6.3 22.1 45.0 23.5 
basic skills P 5.4 43.2 45.9 2.7 
37. the reading Drogram T 6.6 21.4 35.7 28.2 
P 5.6 44.4 36.1 13.9 
38. aesthetic appreci¬ T 2.6 12.8 34.2 38.5 
ation program P 16.2 56.8 27.0 
39. Paterson sponsored T 2.6 13.2 34.1 44.0 
teacher inservice P 8.3 52.8 38.9 
programs 
/V 
V S 
7.6 
2.2 
4.2 
8.6 
5.4 
5.9 
7.8 
2.8 
3.2 
2.4 
2.7 
1.3 
1.9 
2.1 
5.4 
1.6 
2.7 
9.9 
10.8 
S.O 
11.8 
6.1 
to
 cl
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40. punishments and rewards T” 1.6 11.0 27.2 45.6 14.7 
for poor and good P 5.4 35.1 51.4 8.1 
teaching 
41. evaluation of students T 1.9 9.7 36.0 43.2 9.2 
using standardized 
achievement tests 
P 13.5 62.2 24.3 
42. school administration T 6.5 19.1 35.5 34.8 4.2 
response to teacher 
Initiatives and Ideas 
P 10.8 45.9 37.8 5.4 
43. use of student achieve¬ T 1.2 5.7 18.4 53.1 21.6 
ment results on stan¬ 
dardized tests as a 
means of evaluating 
the performance of 
principals 
P 13.5 29.7 45.9 10.8 
44. use of student achieve¬ T 1.5 5.8 17.6 56.9 18.2 
ment results on stan¬ 
dardized tests as a 
means of evaluating 
the performance of 
teachers 
P 8.1 27.0 51.4 13.5 
Rate the following In terms of effective communication with teachers. There are 
five possible ratings: <. 
/ & 
/ / / / 
/ / / 
o? > 
3? 4? & 
Vs* jL- 
18.4 45. your orlncioal T 29.3 37.4 13.2 1.6 
P 40.5 51.4 5.4 2.7 
46. supervisors T 13.6 32.5 23.0 18.0 12.9 
P 45.9 29.7 18.9 5.4 
47. the superintendent T 10.1 30.0 21.2 26.0 12.7 
P 18.9 40.5 32.4 2.7 5.4 
4ft. teacher association T 13.0 37.5 24.9 17.7 6.9 
leadership P 18.9 32.4 oo. 1 10.8 2.7 
49. Parent Association T 3.7 15.1 22.1 41.7 17.4 
Leadership P 8.1 5.4 35.1 29.7 21.6 
50. Individual Parents T 5.9 21.6 36.2 31.4 5.0 
p 8.1 40.5 32.4 18.9 
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Llsted below are various teaching activities. Please Indicate the average time 
you spend each week on each activity. There are four possible ratings: 
y ** 
,\J 
\ / S 51. classroom teaching T 4.1 5.6 10.4 76.8 
P 5.4 2.7 13.5 75.7 
52. classroom oreparation T 5.6 35.1 36.9 21.4 
time P 10.8 37.8 37.8 13.5 
53. student contact out T 47.1 37.7 9.6 5.0 
of class P 54.1 32.4 8.1 5.4 
54. supervision (cafeteria. T 49.6 31.6 14.0 3.9 
hall, etc.) P 59.5 27.0 10.8 2.7 
55. contact with T 68.7 26.2 2.9 1.8 
individual parents P 56.8 37.8 2.7 2.7 
56. administrative T 40.3 » 38.6 12.5 7.8 
details P 24.3 48.6 21.6 5.4 
Again listed below are the same professional activities for which you indicated 
the amount of time you spend each week. Please Indicate how you feel about the 
amount of time you spend. There are three possible ratings: 
57. classroom teaching 
58. preparation time 
59. student contact out 
of class 
60. supervision (cafeteria, 
hall, etc.) 
61. contact with 
individual parents 
62. administrative details 
o^ 
.O’* 
.<JP & & 
y- 0° V3 
T 5.7 75.3 17.9 
P 2.7 75.7 21.6 
T 11.3 71.8 16.3 
P 10.8 78.4 10.8 
T 6.9 57.0 35.3 
P 2.7 56.8 40.5 
T 29.0 62.4 7.3 
P 27.8 61.1 11.1 
T 7.8 39.6 51.0 
P 8.1 48.6 40.5 
T 40.4 46.4 11.8 
P 48.6 45.9 2.7 
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Wh*t are the Influences on most students' performance in school? There are 
four possible ratings: 
v^N 
63. family and friends T 67.7 17.5 12.2 2.2 
P 63.9 25.0 8.3 2.8 
64. teachers association T 16.6 34.0 23.9 23.9 
P 10.8 24.3 35.1 24.3 
65. school spirit T 14.1 35.4 32.7 16.6 
P 24.3 54.1 16.2 5.4 
66. town/community T 24.1 27.6 29.0 18.5 
P 18.9 45.9 32.4 2.7 
67. religion T 7.3 26.7 39.9 24.6 
P 13.5 18.9 43.2 24.3 
68. television T 60.7 24.6 10.8 3.7 
P 75.7 24.3 
69. the world situation T 8.2 20.2 37.5 31.7 
P 8.1 16.2 59.5 16.2 
70. general cynicism T 21.3 32.0 30.1 15.2 
P 27.0 24.3 35.1 13.5 
71. general optimism T 10.7 32.8 39.1 16.3 
P 11.1 33.3 44.4 11.1 
72. Do you feel that the average student in your school is performing at a 
satisfactory level? 
optimum level satisfactory level less than satisfactory very unsatisfactor 
T 2.6 25 .6 53.3 18.3 
P 5.6 38 .9 47.2 8.3 
73. What percentage of your students do you think will go to college given the 
present school/community envi ronment? 
less than 20% 20 - 50% 51 - 80% over 80% 
T 61.2 32. 0 5.5 1.2 
P 50.0 41. 7 8.3 
74. What percentage of your students do you think should go to college given Ideal 
school/community circumstances? 
less than 20% 20 - 50% 51 - 80% over 80% 
T 13.2 43.2 33.3 10.1 
P 11.1 50.0 36.1 2.8 
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75. How Important la an lntercultural curriculum for Paterson schools? 
very Important Important of little Importance of no Importance 
T 38.2 40.1 18.3 3.2 
p 33.3 58.3 5.6 2.8 
76. Do you think It la appropriate for you to take time to aaalat the 
admlnlatration In planning the future of achoola In Pateraon? 
very appropriate appropriate somewhat appropriate Inappropriate 
T 63.3 28.3 6.9 1.4 
P 80.0 20i0 
77. Would you actively seek to transfer schools to participate In the development 
of an experimental program to Improve Paterson schools? 
actively seek transfer probably volunteer to transfer 
T 14.8 28.6 
P 22.9 28.6 
probably not volunteer to transfer definitely would not volunteer 
T 34.0 22.2 
P 34.0 14.3 
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How manv years administrative experience do vou have? 
less than one year between one and three '’ears 
between four and seven years 15.2 over seven vears 81.8 
How long have you been principal of this school? 
less than one vear 15.6 between one and three vears 28.1 between four and seven 
What is your racial/ethnic background? 
Asian 0 Black 20.0Daucasian 60.0tlspanic 3.3Native American 16.7 
Do you live in Paterson? 
'Be s 27.3 No 72.7 
6. How does Paterson compare with vour past school svstem in which vou have been 
an . administrator? 
better about the same worse have not served as administrator in i 
P 3.4 3.4 0 93.1 
T 11.9 23.4 14.0 49.7 
7. How would vour rate the education offered by the Paterson schools? 
excellent very good good fair poor 
P 3.2 25.8 38.7 32.3 0 
T 10.3 28.2 34.5 20.6 6.5 
8. How do you think the parents of children in vour school would rate the 
quality of education in the schools? 
excellent very good good fair poor 
P 2.9 17.6 35.3 32.4 11.8 
T 8.1 27.5 37.3 21.3 5.8 
9. Do you think the children in vour school would rate the quality of education 
in the schools: 
excellent very good good fair poor 
P 5.9 23.5 41.2 26.5 2.9 
T 9.5 25.3 45.3 16.2 3.6 
10. How would you rata the education offered by your school as compared with other 
Paterson schoola? 
the education is sane the education is worse the education la better 
P 73.5 
T 55.5 
20.6 
31.1 11.8 
P - Respondents: 34 
T - Respondents: 1,068 
43. i 
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11. How close do the Paterson public schools come to your Ideal for an urban 
school system? 
Peterson schools meet mv Ideal come reasonably close to my Ideal 
P 3.0 24.2 
T 11.6 38.3 
significant Improvement Is needed complete reconceptualization Is necessarv 
P 60.6 9.1 
T 42.1 7.9 
12. Do you feel that the schools in Paterson are headed toward Improvement in 
the future? 
they will probably Improve probably remain the same probably get worse 
P 82.4 11.8 S.9 
T 66.2 21.8 11.9 
13. Do you enjoy your present assignment as a principal in Paterson? 
yes, very much somewhat a little not at all 
P 82.4 11.8 5.9 
T 65.8 23.4 6.4 4.3 
14. Do you expect to enjov being a school administrator in Paterson more or less 
in the years ahead? 
P more 47.1 about the same 38.2 less 14.7 
T 53.1 34.9 10.9 
Below are components of the Paterson Schools. Rate each in terms of your opinion 
of their effectiveness in contributing to the Quality of schooling in Paterson. 
There are five possible ratings: 
J'S? 4° t>4> 
V V 
O 
15. the superintendent P 
T 
41.2 
30.4 
47.1 
37.9 
11.8 
21.5 8.8 1.4 
16. supervisors P 
T 
8.8 
18.7 
38.2 
41.4 
35.3 
30.0 
17.6 
8.9 1.0 
17. principals P 
T 
11.8 
34.5 
47.1 
42.9 
2o . 5 
17.6 
5.9 
3.9 
11.8 
1.1 
18. teachers 3 
T 
5.9 
24.4 
47.1 
45.3 
35.3 
24.7 
2.9 
4.9 
8.8 
.8 
19. school board P 
T 
8.8 
9.7 
11.8 
28.4 
55.9 
37.9 
23.5 
22.2 1.9 
20. communitv partici¬ 
pation in the schools 
P 
T 
2.9 
5.9 
11.8 
17.0 
26.5 
37.0 
52.9 
38.3 
5.9 
1.7 
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21. the general 7 20.6 55.9 20.6 
curriculum T 8.6 40.6 40.0 10.3 
22. curriculum guides in 7 17.6 64.7 17.6 
individual subjects T 9.4 35.7 41.9 12.1 
23. counselling and 7 14.7 47.1 26.5 
guidance for students T 10.1 32.1 37.7 18.6 
24. provisions for 7 5.9 17.6 44.1 29.4 
cultural differences T 9.4 31.8 36.3 20.6 
of students 
25. provisions for racial P 2.9 23.5 44.1 20.6 
differences of T 11.0 31.4 35.6 19.7 
students 
26. textbooks 7 2.9 38.2 58.8 
T 7.6 34.4 39.5 17.7 
27. classroom materials P 11.8 44.1 44.1 
T 10.5 36.3 37.3 15.7 
28. audiovisual materials P 8.8 55.9 35.3 
T 14.3 38.5 32.5 13.9 
29. supplies P 11.8 58.8 20.6 8.8 
T 12.0 34.4 32.0 20.8 
30. custodial support 7 20.6 41.2 17.6 17.6 
T 15.4 37.0 33.4 13.5 
31. security measures 7 11.8 47.1 32.4 
T 17.4 39.5 30.1 12.2 
32. buildings P 8.8 23.5 50.0 14.7 
T 12.8 37.5 32.8 16.3 
33. playgrounds P 5.9 11.8 44.1 29.4 
T 9.5 29.6 31.1 23.5 
34. provision for basic p 3.0 48.5 39.4 9.1 
skills T 14.5 38.3 35.5 11.0 
35. the reading program P 5.9 52.9 32.4 8.8 
T 18.0 39.1 31.1 11.1 
36. aesthetic apprecia¬ P 32.4 38.2 2o .5 
tion program T 11.7 34.3 34.8 16.1 
37. Paterson sponsored P 2.9 11.8 50.0 32.4 
teacher inservice T 11.1 31.6 35.4 20.8 
programs 
38. punishments and P 2.9 32.4 50.0 
rewards for poor and T 10.3 32.0 32.0 21.0 
good teaching 
V N 
<? 
2.9 
.5 
.9 
11.8 
1.4 
2.9 
1.9 
8.8 
2.3 
.8 
.2 
.8 
.8 
2. 
8. 
2.9 
.6 
8.8 
6.3 
.8 
.7 
5.9 
3.0 
1.1 
14.7 
4.7 
O
i
 CO
 
CO
 o
o
 
171 
-4- 
39. evaluation of students P 3.0 21.2 42.4 33.3 
using standardized 
achievement tests 
T 8.1 34.2 36.6 19.3 1.8 
40. school administration P 8.8 41.2 ' 35.3 5.9 8.8 
response to teacher 
initiatives and ideas 
T 22.6 41.7 23.7 10.9 1.1 
41. use of student achieve¬ p 17.6 14.7 38.2 29.4 
ment results on stan¬ 
dardized tests as a 
means of evaluating 
the performance of 
principals 
T 9.1 26.4 30.0 30.4 4.2 
42. use of student achieve¬ P 2.9 11.8 23.5 32.4 29.4 
ment results on stan- T 8.1 25.9 32.8 29.2 4.1 
dardized tests as a 
means of evaluating 
the oerformance of 
teachers 
Rate the following in terms 
five possible ratings: 
43. your communication as 
principal with your 
staff 
44. supervisors 
45. the superintendent 
46. teacher association 
leadership 
of effective communication with teachers. There are 
P 55.9 29.4 8.8 
T 47.7 38.7 8.7 
p 5.9 41.2 38.2 
T 31.3 45.2 15.6 
P 26.5 47.1 17.6 
T 35.5 42.7 12.7 
p 12.1 39.4 30.3 
T 20.2 45.0 21.3 
4.6 
11.8 2.9 
6.0 1.8 
2.9 5.9 
7.4 1.6 
12.1 6.1 
11.2 2.2 
O
)
 Cv|
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Liated below are various professional activities. Please indicate the average time 
you spend each week on each activity. There are four possible ratings: 
\*V 
** 
\ 
0^ V5 
*3 ' 
47. classroom supervision P 6.1 48.5 42.4 3.0 
T 23.2 38.7 23.4 14.1 
48. individual contact with P 14.7 52.9 29.4 2.9 
teachers out of classroom T 28.2 40.3 20.8 9.7 
49. meetings with groups of P 32.4 47.1 17.6 2.9 
teachers T 30.4 43.9 19.0 6.2 
50. meetings called by P 30.3 57.6 9.1 3.0 
central administration T 24.0 45.3 21.1 8.5 
51. contact with individual P 5.9 50.0 26.5 17.6 
parents T 12.5 39.0 29.6 17.5 
52. budget planning P 63.6 27.3 6.1 3.0 
T 19.9 41.3 25.7 11.4 
53. curriculum and program P 14.7 55.9 23.5 5.9 
planning T 16.6 35.4 31.0 15.1 
Again listed below are the same professional activities for which you indicated the 
amount of time you spend each week. Please indicate how you feel about the amount 
of time you spend. There are three possible ratings: 
54. classroom supervision P 
of teachers T 
55. individual contact with p 
teachers out of classroom T 
56. meetings with groups of P 
teachers T 
57. meetings called by P 
central administration T 
58. contact with individual P 
narents T 
59. budget planning P 
T 
60. curriculum and program P 
planning T 
t°° 
14.7 41.2 44.1 
12.4 54.6 31.2 
6.1 78.8 15.2 
8.5 60.5 28.7 
5.9 58.8 35.3 
9.0 63.6 25.9 
12.1 66.7 21.2 
20.0 60.8 17.2 
23.5 67.8 8.8 
14.4 57.9 25.1 
5.9 64.7 29.4 
14.5 60.8 22.4 
8.8 58.8 32.4 
10.2 59.8 26.6 
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What are Cha influences on 
possible racings: 
teachers' performance in school? There are four 
•P / V- 
61. family and friends P 29.4 55.9 14.7 
T 39.5 38.0 17.3 4.9 
62. teachers association P 20.6 47.1 32.4 
T 21.2 49.2 20.6 8.5 
63. school spirit P 58.8 29.4 11.8 
T 26.2 41.7 23.9 7.8 
64. town/community P 9.4 62.5 18.8 9.4 
T 15.5 42.8 31.9 9.3 
65. religion P 11.8 17.6 32.4 29.4 
T 10.4 28.8 34.5 29.4 
66. television P 23.5 29.4 32.4 14.7 
T 23.2 27.7 31.6 14>.2 
67. the world situation P 11.8 52.9 20.6 14.7 
T 11.6 39.5 34.0 14.0 
68. general cvnicism P 32.4 41.2 20.6 5.9 
T 16.3 40.4 31.3 11.5 
69. general optimism P 23.5 44.1 26.5 2.9 
T 16.2 42.8 29.8 10.7 
70. Do vou feel that the 
satisfactory level? 
average teacher in vour school is oerforming at a 
an optimum level satisfactory level less than satisfactory 
p 20.6 58.8 11.8 
T 22.0 66.8 9.0 
very unsatisfactory 
P 5.9 
T 2.2 
71. Do you feel that the average teacher in your school is willing to invest time 
to improve education in Paterson? 
highly willing somewhat willing slightlv willing not willing at all 
p 42.4 36.4 18.2 
T 38.8 48.3 11.2 1.7 
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72. Do you feel chat Che average teacher in your school Is motivated to improve 
his/her teaching skills? 
highly motivated somewhat motivated slightlv motivated not motivated at all 
? 23.5 58.8 14.7 2.9 
T 37.9 49.7 10.7 2.1 
73. What percentage of your students do you think will go to college given the 
present school/community environment? 
less 
P 
T 
than 20% 
52.9 
38.7 
20 - 50Z 
44.1 
43.7 
51 - 80% 
v2.9 
14.2 
over 80% 
3.0 
74. What percentage of vour students do you think will go to college if the 
school/community environment were ideal, and the students remain the same? 
less than 20% 
P 14.7 
T 14.7 
20 - 50% 
41.2 
40.6 
51 - 80Z 
41.2 
33.8 
over 80% 
2.9 
10.7 
75. If you had your choice, would you rather administer another Paterson oublic 
school at the same level rather than in the one in which vou are now principal0 
yes no 
P 11.8 88.2 
X 22.7 74.0 
76. Do you think it is appropriate for you to take time to assist in planning the 
future of schools in Paterson? 
very anpropriate aporopriace somewhat apnropriate inappropriate 
P 91.2 8.8 
T 72.2 24.1 2.6 1.0 
77. Would vou actively seek to transfer schools to oarticipate in the development 
of an exnerimental program to improve Paterson schools? 
actively seek transfer 
P 15.2 
T 20.0 
would probably volunteer 
45.5 
36 .5 
would probably not volunteer 
27.3 
26.7 
definitelv would not volunteer 
12.1 
16.5 
P 
X 
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2. How old are you? 
younger than 10 .2 10 17.91122.2 12 25.913 or older 33.7 
3. What grade are you In at the preaent time? 
527.7 6 25.4 7 26.7 8 18.6 
4. What sex are you? 
male 49.9 female 49.1 
5. What la your raclal/ethnlc background? 
Aelan .8 Black 49.5 Hispanic 25.6 Native American 2.5 White 21.6 
In this section of the questionnaire, you are asked to "grade” different areas of 
your education. The grading system Is the same as the grading svstem which Is used 
for report cards; there are five possible grades. Beside the appropriate auestlon 
numbers on the answer sheet, mark the letter grade which you feel best satisfies 
your own feelings. 
6. What grade would you give your S 
school as a place to learn things? T 
P 
7. What grade would you give your S 
school as a fun place to be? T 
P 
8. If the top students In your class S 
deserve an A for what they have T 
learned and the bottom students P 
deserve an F, what grade do you 
think you deserve? 
9. What grade do vou think you S 
deserve for how hard you work? T 
P 
10. How T-TJuld your parents grade S 
vour school? T 
P 
11. How would you rate your life S 
at home? T 
P 
12. How would vou rate vour parents S 
as they deal with you as a person? T 
P 
13. How would you rate the help you S 
get from your parents with your T 
school work? P 
A B C D F 
30.2 43.6 20.4 4.1 1.8 
13.8 46.4 28.2 9.4 2.2 
20.7 65.5 3.4 10.3 
20.6 33.6 28.4 10.2 7.2 
10.5 32.6 33.7 16.0 7.2 
10.3 62.1 20.7 3.4 3.4 
27.8 45.5 21.9 3.1 1.8 
16.8 39.7 40.2 3.3 
20.7 44.8 31.0 3.4 
43.7 41.1 11.9 1.9 1.3 
36.6 36.6 21.3 5.5 
27.6 51.7 13.8 6.9 
26.3 35.9 25.5 7.6 4.6 
9.3 47.5 32.8 7.7 2.7 
17.2 65.5 10.3 6.9 
40.1 40.2 15.5 2.3 1.8 
15.4 37.4 34.6 12.1 .5 
13.8 41.4 44.8 
51.4 30.7 14.1 2.6 1.2 
15.8 35.5 32.8 14.2 1.6 
13.8 55.2 27.6 3.4 
38.4 32.8 17.1 6.5 5.3 
7.7 23.5 33.4 30.1 4.4 
6.9 13.8 48.3 27.6 3.4 
CD
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A B C D F 
14. What grade would you give your S 48.6 23.9 14.6 4.8 8.2 
teachers? T 31.9 44.5 18.7 1.1 
P 20.7 55.2 20.7 3.4 
15. What grade would you give your S 46.0 23.5 13,8 6.9 9.8 
principal? T 24.5 31.5 23*4. 8.7 12.0 
P 31.0 62.1 3.4 3.4 
16. What grade would you give S 31.0 48.2 17.4 2.7 .7 
yourself in reading? T 16.8 43.5 34.2 4.9 .5 
P 6.9 48.3 41.4 3.4 
17. What grade would you give S 37.0 35.3 19.7 5.7 2.3 
yourself in math? T 15.8 41.8 37.5 4.9 
P 13.8 24.1 55.2 6.9 
18. Does the school help you decide S 26.1 25.3 21.3 11.6 15.7 
what you may want to do in life? T 8.2 34.1 36.3 12.6 8.8 
P 3.4 37.9 41.4 13.8 3.4 
19. Does the school help you learn S 29.3 28.6 20.1 10.5 11.5 
about Jobs you might be good at T 10.4 31.7 29.5 18.6 9.8 
but have never considered? P 27.6 51.7 20.7 
Indicate how important each of the school subjects below is for you to study. 
Show your ratings on the answer 3heet in the following wav: 
20. Art 
21. Business 
22. Community Service 
23. City Problems 
24. Consumer Skills 
25. Foreign Language 
26. Health 
& 
-A.** S 
'24.7" 35.1 30.9 8.3 
23.8 30.9 30.4 13.3 
6.9 17.2 65.5 10.3 
50.5 30.4 13.0 5.6 
10.5 34.8 35.4 17.1 
37.9 44.8 17.2 
34.0 36.7 20.9 7.4 
10.4 28.0 44.0 15.4 
10.3 17.2 55.2 17.2 
42.4 28.6 19.3 8.3 
9.8 30.6 38.3 19.1 
10.3 24.1 62.1 3.4 
34.7 36.7 20.6 6.9 
11.0 36.3 34.1 16.3 
6.9 37.9 44.8 3.4 
39.5 31.6 18.0 9.0 
10.4 20.2 31.7 32.2 
6.9 31.0 20.7 27.6 
69.5 20.8 7.5 1.8 
25.0 39.7 32.1 3-3 
24.1 48.3 24.1 3.4 
U
l 
'
v
j 
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27. Home Economics 
28. Industrial Arts 
29. Language Arts 
30. Math 
31. Music 
32. Penmanship 
33. Physical Education 
34. Reading 
35. Science 
36. Sex Education 
37. Social Studies 
38. Technology 
X 
S'38.2- 
- — 34.4 18.5 r. 3 
T 32.8 45.7 28.3 2.7 
P 7.1 53.6 32.1 7.1 
S 37.1 36.1 20.3 6.0 
T 26.1 41.3 27.2 4.9 
P 6.9 69.0 20.7 3.4 
S 43.7 34.1 16.6 4.4 
T 29.0 39.3 26.8 3.8 
p 44.8 34.5 20.7 
S 73-5 19.1 5.2 1.8 
x 42.1 37.2 14.8 4.9 
p 44.8 37.9 17.2 
s 26.0 32.7 27.6 11.6 
T 18.0 33.9 36.6 10.9 
p 10.3 20.7 62.1 6.9 
S 51*3 30.7 13.3 4.0 
X 19.8 33.0 35.2 9.3 
p 6.9 37.9 44.8 10.3 
S 60.1 25.8 10.8 2.7 
x 41.5 37.7 16.9 2.7 
P 39.3 32.1 25.0 3.6 
S 64.6 26.3 6.9 2.2 
T 49.7 33.0 14.0 2.2 
P 64.3 21.4 14.3 
S 41.8 36.0 16.2 4.9 
T 16.2 45.3 32.4 5.0 
p 21.4 35.7 42.9 
s 55.8 27.9 10.4 5.2 
X 33.3 33.3 23.0 9.3 
P 10.3 48.3 34.5 6.9 
S 38.2 36.4 17.7 6.6 
T 11.5 36.8 37.4 12.6 
P 6.9 44.8 48.3 
<- 38.1 33.7 19.2 8.0 
T 8.3 30.4 38.1 20.4 
p 14.3 25.0 42.9 17.9 
S 74.3 16.9 6.2 2.2 
T 22.4 36.6 25.1 13.1 
P 32.1 42.9 21.4 3.6 
39. The Future 
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40. How do you feel about the size of your claaaes? 
my claaaes are too big too small about the right size 
S 19.7 13.9 65.9 
T 59.2 4.5 35.2 
P 44.8 6.9 48.3 
41. How prepared will you be for college work if you choose to go? 
I will be prepared slightly unprepared not prepared at all 
S 67.6 24.3 7.6 
T 35.2 46.2 19.0 
P 44.8 41.4 10.3 
42. How would you compare your school with other schools in Paterson? 
one of the best better than most about the same worse than most 
S 31.0 25.0 32.4 11.0 
T 38.5 33.0 25.3 3.3 
P 62.1 27.6 6.9 3.4 
43. Are the public schools better or worse than the private/Catholic schools 
in Paterson? 
public aTe better Dublic/private about the same private/Catholic 
S 50.5 26.5 22.3 
T 28.8 30.4 37.5 
P 41.4 34.5 24.1 
44. How do you feel about the punishments for misbehavior in your school? 
much too hard too hard too easy much too easy 
- S 20.5 44.6 24.1 10.6 
T 8.7 36.1 40.4 14.2 
P 
3.7 70.4 18.5 7.4 
45. How do you feel about school building security? 
there is too much it is about right there is too little 
S 11.6 57.7 29.8 
T 8.2 62.3 27.3 
P 6.9 89.7 3.4 
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46. Are the teachers In your s ^978" vi- / 6.4 / 5.3 s 5.2 
school prejudiced against T 'A«7 29.4 20.6 6.1 2.2 
Blacks? p 37 • 9 55 • 2 6.9 
47. Are the teachers In your s 62-2 24.0 6.7 3.6 3.5 
school prejudiced against T 35.6 16 ;7 4.4 2.8 
Hlspanlcs? p 37 • 9 51.7 10.3 
48. Are the teachers In your S 76.2 13.6 5.1 2.5 2.6 
school prejudiced against X 56.4 33.1 8.8 .6 1.1 
Whites? P 44.8 48.3 6.9 
49. Are students In your S 41.5 30.9 11.3 8.8 7.5 
school prejudiced against T 34.6 41.3 16.8 5.0 2.2 
Blacks? p 48.3 41.4 10.3 
50. Are students In your S 43.8 30.0 11.8 8.3 6.2 
school prejudiced against X 23.9 47.2 22.8 5.6 .6 
Hlspanlcs? P 34.5 48.3 13.8 3.4 
51. Are students In your S 42.8 29.0 11.0 8.1 9.2 
school orejudiced against T 30.0 42.3 16.7 6.7 4.4 
’>111168? P 31.0 58.6 Sfj .9 3.4 
52. Are businesses in S 30.5 32.0 15.3 11.7 10.5 
Paterson prejudiced T 24.0 34.6 23.5 10.1 7.8 
against Blacks? P 17.2 27.6 34.5 13.8 6.9 
53. Are businesses In S 34*1 33.3 16.3 9.2 7.0 
Paterson prejudiced x 25.3 32.6 28.1 10.1 3.9 
against Hlspanlcs? P 13.3 37.9 31.0 10.3 6.9 
54. Are businesses In S 57.5 25.1 9.4 4.9 3.0 
Paterson prejudiced T 49.4 37.2 9.4 2.8 1.1 
against Whites? P 51.7 37.9 10.3 
55. Are town officials (such S 34.8 25.6 14.6 10.4 14.5 
as the police) in X 23.7 29.4 22.0 14.7 10.2 
Paterson prejudiced P 10.3 34.5 27.6 24.1 3.4 
against Blacks? 
56. Are town officials in S 38.5 29.9 15.0 9.0 7.5 
Paterson prejudiced T 24.3 32.2 23.7 14.1 5.6 
against Hlspanlcs? p 13.8 41.4 27.6 17.2 
57. Are town officials in S 60.9 23.9 7.6 4.7 2.8 
Paterson prejudiced T 47.5 35.0 14.1 2.8 .6 
against Whites? p 31.0 55.2 13.8 
58. Is racial prejudice a big problem in the Paterson schools? 
very big problem big problem not a verv big problem no problem at 
S 23.0 22.4 36.0 16.7 
T 10.7 20.8 53.9 14.0 
P 13.8 10.3 72.4 3.4 
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59. Who is the current Mayor of Paterson? 
Graves Kramer Bell Rooney Vance 
S 13.9 74.5 4.9 4.5 2.3 
T 3.0 89.4 3.9 1.1 .6 
P 10.3 89.7 
60. Who is the Superintendent of Schools in Paterson? 
Weir Glola Cornish Lindy Napier 
S 7.5 7.6 10.9 7.7 66.3 
T 2.2 8.4 3.9 2.8 82.7 
P 3.6 3.6 92.9 
61. What grade would you give the government in Paterson? 
excellent good fair poor falling 
S 25.6 28.6 29.1 8.4 8.3 
T 4.4 22.0 45.6 17.0 11.0 
P 4.4 37.9 13.8 6.9 
62. What grade would you give the United States government? 
excellent good fair poor failing 
S 33.8 33.6 21.8 6.2 4.7 
T 47.7 32.2 40.4 15.8 3.8 
P 3.4 41.4 41.4 10.3 3.4 
63. What percentage of students in Paterson have a problem with alcohol? 
no problem not much of a problem a big problem very big problem 
S 13.3 28.7 29.6 26.4 
T 13.8 43.1 39.2 3.9 
P 10.7 46.4 42.9 
64. Do students in Paterson have a problem with drugs? 
no problem not much of a problem a big problem very big problem 
S 11.9 25.5 29.3 30.8 
T 9.8 28.4 47.0 14.8 
P 6.9 27.6 55.2 10.3 
65. Do you know where to get drugs In your neighborhood if you wanted then? 
yes no 
S 30.7 
T 57.0 
65.5 P 
66.3 
37.4 
31.0 
131 
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66. Do you think that you will have a better life than your parents? 
much better life slightly better life ■lightly worse life much worse 
S 40.4 48.9 6.4 4.0 
T 40.3 51.9 5.5 2.2 
P 46.3 48.3 3.4 
67. Do you think that you will be better off than your parents financially? 
much better off slightly better off slightly worse off much worse off 
S 30.7 52.4 11.1 5.3 
T 41.4 47.5 8.3 2.8 
P 55.2 41.4 3.4 
68. What do you feel is the financial status of your family? 
very well off financially comfortable some difficulty great difficultv 
S 23.5 50.5 20.3 5.4 
T 8*3 27.8 52.2 11.7 
P 6.9 72.4 20.7 
69. Do you think that the more schooling you have , the better off you'll be 
financially? 
makes more difference big difference little difference no difference 
S 41.7 42.9 10.2 4.8 
T 32.0 43.1 20.4 4.4 
P 31.0 62.1 6.9 
70. Do you think that more schooling will help you have a better life? 
makes more difference big difference little difference no difference 
S 44.2 40.1 10.8 4.4 
T 34.4 36.6 25.1 3.3 
P 37.9 51.7 10.3 
71. How much money do you spend personally each week? 
under $1 $1 - $5 $6 - $10 over $10 
S 24.2 44.1 16.3 13.9 
T 13.2 52.2 22.5 11.0 
P 10.3 75.9 6.9 6.9 
In this section of the questionnaire, you are asked to estimate the vearlv income 
of different groups. There are five categories of answers: 
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/ # # v / jy 
72. / _ / How much money do you 
chink a doctor makes each jiar _2i:i ki m m 
year? p 10.3 10.3 10.3 69.0 
73. How much money do you S 30.8 34.9 19.8 8.4 6.1 
Chink a factory worker T 18.0 59.6 20.2 1.6 .5 
makes each year? P 27.6 48.3 24.1 
74. How much money do you S 30.9 30.9 24.2 10.1 3.8 
Chink a teacher makes T 4.9 25.8 54.9 10.4 3.8 
each year? P 3.4 3.4 72.4 17.2 3.4 
75. How much money do you S 36.1 29.0 16.4 11.0 7.5 
Chink a gas station T 29.6 45.8 20.1 3.4 1.1 
attendant makes each year? p 24.1 58.6 17.2 
76. How much money does S 52.3 23.0 11.4 6.2 7.2 
someone on welfare receive T 54.0 34.1 7.4 1.7 2.8 
each year? P 67.9 25.0 7.1 
5? 
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2. How old are you? 
younger than 14 .5 1411.7 1521.71627.617 or older 39.2 
3. What grade are you in at the oresent time? 
9 23.8 10 23.6 n 26.3 12 24.8 
4. What »ex are you? 
male 47.5 female 52.0 
5. What is your raclal/ethnlc background? 
Aslan 1.8 Black 49.7Hlspanlc27.4 Native American 2.0 White 19.1 
6. Are you planning to continue your formal education after high school? 
yes 86.6 no 13.4 
In this section of the Questionnaire, you are asked to "grade" different areas of 
your education. The grading system is the same as the grading system which Is used 
for report card3. There are five possible grades. Beside the appropriate question 
numbers on the answer sheet, mark the letter grade which vou feel best satisfies 
your own feelings: 
A B C D F 
7. What grade would you give your S 
school as a place to learn T 
things? P 
8. What grade would you give your S 
school as a fun place to be? T 
P 
9. If the top students in vour class S 
deserve an A for what they have T 
learned and the bottom students P 
deserve an F, what grade do you 
think you deserve? 
in. What grade do you think you S 
deserve for how hard you work? T 
P 
11. How would your parents grade S 
your school? T 
P 
12. How would you rate your life S 
at home? T 
P 
13. How would you rate your parents S 
as they deal with you as a T 
person? p 
8.8 35.8 45.6 7.8 
3.6 36.4 42.3 15.0 2.7 
75.0 12.5 12.5 
3-1.2 27.4 27.6 10.8 3.0 
30.9 39.5 15.9 10.5 3.2 
75.0 25.0 
22.1 47.7 26.1 3.5 .5 
18.8 31.7 43.6 3.7 2.3 
25.0 25.0 50.0 
33.2 45.2 19.6 2.0 
40.6 30.1 23.3 5.0 .9 
25.0 50.0 25.0 
8.3 25.1 37.8 17.8 11.0 
4.1 29.5 47.7 15.9 2.7 
50.0 37.5 12.5 
29.3 47.1 18.5 3.3 1.8 
5.0 3.4 47.3 14.5 1.8 
12.5 37.5 25.0 25.0 
35.9 32.7 21.6 6.0 3.8 
6.4 18.6 43.2 26.4 5.5 
37.5 25.0 37.5 
S - Respondents: 399 
T - Respondents: 220 
P - Respondents: 8 
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A B C D P 
14. How would you rate th« 
help you gee from your parents 
S 
T 3!:2 
32.7 
18.6 
21.6 
43.2 
6.0 
26.4 
3.8 
5.5 
with your achool work? P 50.0 37.5 12.5 
15. What grade would you give your S 12.2 31.3 32.5 15.3 8.8 
teachers? T 12.4 39.2 36.9 7.4 4.1 
P 62.5 37.5 
16. What grade would you give your S 15.6 31.2 26.6 14.3 12.3 
principal? T 6.5 18.9 38.7 24.0 12.0 
P 12.5 50.0 37.5 
17. What grade would you give S 29.2 39.5 26.5 4.0 .7 
yourself In reading? T 10.1 21.1 50.0 15.1 3.7 
P 25.0 75.0 
18. What grade would you give S 31.3 29-0 30.5 7.2 2.0 
yourself In math? T 8.8 19.4 47.5 21.7 2.8 
P 25.0 75.0 
19. What grade would you give the S 16.1 33.2 25.4 15-6 9.8 
career counselling services In T 1.8 12.8 38.5 33.0 13.8 
your school? P 37.5 25.0 37.5 
20. What grade would you give the S 14.2 34.1 32.1 11.2 8.4 
college counselling services In T 4.6 15.6 46.3 24.3 9.2 
your school? P 12.5 37.5 37.5 12.5 
Indicate how important each of the school subjects below is for you to study. Show 
your ratings on the answer sheet in the following way: 
✓ J' / 
-1 
* 
21. Art S 9.8 io.8 38.3 35.8 
T 9.1 21.9 41.1 26.0 
P 12.5 25.0 62.5 
22. Business S 32.8 37.8 20.8 7.3 
T 18.2 48.6 29.5 3.6 P 12.5 75.0 12.5 
23. Community Service S 10.8 32.9 40.7 13.6 
T 5.0 26.4 41.4 26.4 
P 62.5 25.0 12.5 
24. Consumer Skills S 19.4 38.3 29.5 11.3 
T 15.9 35.5 31.4 16.4 
V 25.0 50.0 25.0 
25. English S 63.0 25-0 9.7 1.7 
T 27.3 36.8 22.3 11.4 
P 50.0 37.5 12.5 
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26. Foreign Language 
27. Health 
28. History 
29. Home Economics 
30. Industrial Arts 
31. Math 
32. Music 
33. Physical Education 
34. Reading 
35. Science 
36. Sex Education 
37. Social Studies 
38. Technology 
39. The Future 
V* 
V 
A** 
s 22.8 25.3 33.1 16.3 
T 2.7 14.5 36.8 41.4 
P 12.5 75.0 12.5 
s 40.6 36.1 17.3 5.5 
T 20.7 26.4 39.1 13.6 
P 25.0 75.0 
S 28.6 33.6 26.3 9.3 
T 5.9 20.0 40.5 30.5 
P 37.5 62.5 
S 8.8 19.8 34.7 32.2 
T 11.8 25.9 48.6 13.2 
P 37.5 62.5 
S 10.0 24.0 36.0 26.2 
T 12.7 32.3 45.9 8.6 
P 50.0 50.0 
S 69.0 23.0 6.3 1.5 
T 24.5 35.9 29.1 9.5 
P 37.5 50.0 12.5 
S 17.0 17.7 37.8 24.7 
T 13.6 24.1 39.5 20.9 
P 12.5 37.5 50.0 
S 40.7 33.7 15.5 8.5 
T 24.2 31.5 27.4 16.9 
P 25.0 25.0 50.0 
S 63.1 27.6 6.5 2.8 
T 29.5 35.0 26.1 8.0 
P 62.5 37.5 
S 22.8 28.6 32.3 14.5 
T 10.7 22.3 44.2 20.9 
P 62.5 37.5 
S 44.0' 31.3 19.3 5.0 
T 47.9 30.6 12.8 7.8 
P 50.0 50.0 
S 13.5 37.1 35.6 11.8 
T 9.5 22.7 44.1 22.3 
P 12.5 37.5 50.0 
S 21.6 30.3 31.6 14.5 
T 10.5 22.3 41.4 24.1 
P 75.0 25.0 
S 76.7 15.5 6.3 1.0 
T 24.7 32.4 26.5 15.1 
P 50.0 50.0 
S 
T 
15.6 
15.5 8:3 ]l:i IH 
P 50.0 25.0 25.0 
40. Urban Studies 
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41. How do you feel about the size of your cla 
mv classes are too big too small about the right size 
S 24.2 6.3 69.3 
T Th.Z 3.6 23.2 
P 75.0 25.0 
42. How prepared will you be for college work if you choose to go? 
I will be prepared slightly unprepared not prepared at all 
S 45.3 43.6 10.6 
T 24.3 57.8 17.4 
P 50.0 50.0 
43. How would you compare your school with other schools in Paterson? 
one of the best better than most about the same worse than most 
S 19.5 26.7 41.5 12.2 
T 38.0 24.5 31.5 6.0 
P 62.5 25.0 12.5 
44. Are the public schools better or worse than the private/Catholic schools 
In Paterson? 
the public schools are better about the same private/Catholic are 
S 31.6 34.6 32.8 
T 21.5 30.1 47.0 
P 12.5 87.5 
45. How do you feel about the punishments for misbehavior in vour school? 
they are much too hard too hard too easv much too easy 
S 6.8 33.3 37.4 21.2 
T 9.2 18.8 50.0 2.1 
P 12.5 50.0 37.5 
46. How do you feel about school building security? 
there Is too much it is about right there is too little 
S 23.3 50.1 26.1 
T 24.5 29.1 44.5 
P 12.5 37.5 50.0 
better 
187 
- 5- 
C, 
/ 
X* 
■S / * 
.of 
^ 4* // / / 
47. Are Che Ceechere In your s 35.3 36.8 14.8 9.8 3.3 
echool prejudiced against T 1.8 42.7 30.5 10.5 4.5 
blacks? P 12.5 50.0 12.5 25.0 
48. Are the teachers In your S 33.8 36.8 18.9 7.1 3.5 
school prejudiced against T 12.7 47.3 29.5 7.7 2.7 
Hispanics? P 12.5 62.5 12.5 12.5 
49. Are the teachers In your S 68.3 20.4 6.8 2.3 2.3 
school prejudiced against T 36.8 43.6 16.4 2.3 
whites? P 37.5 50.0 12.5 
50. Are students In your school S 24.1 38.2 l8.l 13.6 6.0 
prejudiced against Blacks? T 20.0 46.4 25.5 5.9 2.3 
P 75.0 25.0 
51. Are students In your school S 18.6 37.2 24.9 12.3 7.0 
prejudiced against T 7.7 41.8 36.8 10.0 3.6 
Hlspanlcs? P 62.5 25.0 12.5 
52. Are students In your school S 16.5 27.6 16.3 19.0 20.6 
prejudiced against Whites? T 10.5 33.2 37.7 15.0 3.6 
P 12.5 37.5 25.0 25.0 
53. Are businesses In Paterson S 12.5 26.8 20.1 21.8 18.8 
prejudiced against Blacks? T 9.6 23.9 33.0 22.9 10.6 
P 12.5 50.0 37.5 
54. Are businesses in Paterson S 12.6 29.6 24.4 19.1 14.3 
prejudiced against T 10.6 26.1 34.4 21.1 7.8 
Hlspanlcs? P 25.0 25.0 50.0 
55. Are businesses In Paterson S 65.9 23.6 6.3 3.5 .8 
prejudiced against Whites? T 45.4 35.3 14.7 3.2 1.4 
P 12.5 75.0 12.5 
56. Are town officials (such S 14.8 24.7 24.0 17.5 19.5 
as the police) In Paterson T 10.5 16.0 26.5 23.3 23.7 ' 
prejudiced against 31acks? P 12.5 50.0 37.5 
57. Are town officials In S 12.6 26.2 28.2 17.9 15.1 
Paterson prejudiced T 9.1 18.7 35.6 20.5 16.0 
against Hlspanlcs? P 12.5 12.5 50.0 25.0 
58. Are town officials in S 58.4 25.2 12.1 2.5 1.8 
Paterson prejudiced T 43.3 38.2 14.7 2.3 1.4 
against Whites? P 12.5 37.5 37.5 12.5 
59. Is racial prejudice a big problem in the Paterson schools? 
very big problem a big Droblem not a verv big problem no problem 
S 13.9 22.8 45.3 16.7 
T 6.0 21. 3 58.3 13.0 
P 12.5 75-0 12.5 
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60. Who Is the current Mayor of Paterson? 
Craves Kramer Bell Rooney Vance 
S 7.4 84.8 3.6 2.0 2.3 
T 5.5 90.5 
P 12.5 75.0 12.5 
61. Who It the Superintendent of Schools in Paterson? 
Weir Glola Cornish Lindy Napier 
S 8.2 7.9 8.7 8.7 71.3 
T 93.2 
P 100.0 
62. What grade would you give the government In Paterson? 
excellent good fair poor failing 
S 3.7 13.7 43.0 27.8 11.7 
T 1.4 14.3 34.1 31.3 18.9 
P 12.5 50.0 37.5 
63. What grade would you give the United States government? 
excellent good fair poor falling 
S 7.7 28.8 36.5 20.7 6.3 
T 2.8 20.6 46.8 24.3 5.5 
P 37.5 50.0 12.5 
64. What percentage of students in Paterson have a problem with alcohol? 
none less than 202 20 - 502 over 502 
S 5.0 24.9 39.9 29.4 
T .4 38.4 50.0 10.2 
P 37.5 37.5 25.0 
65. What percentage of students in Paterson have a problem with drugs? 
none less than 202 20 - 502 over 502 
S 3.7 14.0 33.0 47.0 
T 1.4 23.5 53.9 20.7 
P 37-5 25.0 37.5 
66. Do you know where to get drugs in your neighborhood If you wanted them? 
yes no 
S 58.6 40.1 
T 82.1 11.5 
P 100.0 
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67. Do you think that you will have a better life than your parents? 
much better life slightly better life slightly worse life much worse life 
S 41.1 49.9 6.8 2.0 
T 47.5 47.9 4.1 
.5 
P 50.0 50.0 
68. Do you think that you will be better off than your parents financially? 
S 
much better off slightly better off 
52.4 53.8 
slightly worse off much worse 
10.1 3.3 
off 
T 47.2 45.8 5.6 1.4 
P 50.0 50.0 
69. What do you feel la the financial status of your family? 
very well off financially comfortable some difficulty great difficulty 
S 10. 1 55.8 27.6 6.5 
T 
. .9 17.6 63.4 18.1 
P 12.5 75.0 12.5 
70. Do you think that the more schooling you have , the better off you'll be financially? 
makes more difference makes a big difference little difference no diff erenc 
S 25.4 53.0 17.1 4.5 
T 17.2 43.3 36.3 3.3 
P 37.5 62.5 
71. Do you think that more schooling will help you have a better life? 
makes more difference makes a big difference little difference no differenc 
S 27.4 53.0 16.6 3.0 
T 14.0 43.7 36.3 6.0 
P 25.0 75.0 
72. How much money do you spend personally each week? 
under $1 $1 - $5 $6 - S10 over $10 
S 5.8 28.4 26.9 37.7 
T 2.8 17.8 37.6 41.3 
P 25.0 75.0 
In 
of 
this section of the questionnaire, vou are asked to estimate the vearlv income 
different groups. There are five categories of answers: 
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73. How much money do you s' lTo " 
„-^ 
9.8 18.7 41.4 29.0 
think a doctor makes each T 1.9 2.3 7.5 29.9 58.4 
year? p 12.5 87.5 
74. How much money do you S 26.9 49.5 17.3 4.8 1.5 
think a factory worker T 8.9 59.8 26.2 3.3 1.9 
makes each year? P 12.5 75.0 12.5 
75. How much money do you S 16.4 29.0 47.2 5.6 1.8 
think a teacher makes T 2.3 17.4 65.7 9.9 4.7 
each year? P 12.5 37.5 
76. How much money do you S 28.7 36.8 23.2 8.6 2.8 
think a gas station T 19.6 57.0 20.6 1.4 1.4 
attendant makes each year? P 87.5 12.5 
77. How much money does someone S 45.2 33.2 11.9 4.6 5.1 
on welfare receive each T 43.4 44.8 9.0 1.9 .9 
year? P 87.5 12.5 

